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CHAPTER I
THE PROBLEM AND ITS BfcCKGROUND

In 1965 thirteen thousand Project Head Start centers were
orga.nized in twenty-four hundred communities in the United States
to care for and educate slum-dwelling children who would enter
school in the autumn of that year.

It was generally expected that

these children WOLlld be better prepared fo1· school than they would
otherwise be,· and that this gain would have a favorable effect on
their school careers.

During the past decade:· there has been increased recognition
of lhe crucial developmental role of the child's early experience and.
an increased acceptance of the need to counteract the effects of
poverty so that, regardless of their socio-economic status, children;
may truly have equal opportunity for educational development.
Programs such as Head Start were designed to enrich the lives of
disad,,antagecl children, but there has been some doubt of the value
of a pre-school "crash-program" approach.

Would even a

well-executed eight-week program have lasting effects?

Would any

advantage which Head Start cl1ildren ha.d on school entry be

maintained after a year

iti ti1e

usual

kindergc~rten?

2

I.

THE PROBLEM

Statement of the Problem
The purpose of this study was to appraise certain aspects ·of
kindergarten adjustment of children in San Joaquin County, California,
who had participated in the Head Start program during the I 965
eight-week s.ession, and compare it with the adjustment of a
compara.ble group of kindergarten children who had not had an
organized preschool experience by testing at the beginning and again
at the end of the kindergarten year.

Limitations of the Study
Because of the large number of children, diversity of possible
instruments, natcue of the question of school adjustment, and the
need to work within the on-going school framework, certain limits
have been placed on this study.

:Measures used.

The children in the study were those

selected in San Joaquin County by Head Start's national office to be
tested, a.nd the instruments used were those designated for the testing
of these children.

3
Aspects of adjustment.

As kindergarten adjustment is a ·

matter of considerable vagueness and variability, this study·
attempted to measure only a few aspects, namely:
1. ·
2.
3.
4.
5.
6.

Growth
Growth
Growth
Growth
Growth
Growth

in
in
in
in
in
in

self-confidence and dimim1tion of anxiety.:.
verbal ability.
social adjustment with peers and adL1lts.·
work attitudes. ·
knowledge usLtal to the age group.
creativity, imagination, and curiosity.

Situation of the study.

The school situation reqLtired that

testing be done so as to create as few interruptions of kindergarten
classes and use as little teacher time as possible.

Definition of the Terr:ns Used

Preschool.

This is generally considered to be any

educational program designed for children younger than
school-admission age.

When kindergarten is available for

five-ycar-olds, preschool is a term applied to classes for children
too young for-kindergarten.

It includes nursery schools,

parent-child observation classes, child care centers with adequate
educational programs, and special school classes for handicapped
children.

4
I"ursery school.

This is an educational program for children

from two, two-and-one-half, or three years of age to five years of
age.

The staff has had pedagogical training.

Day nursery.
young children.

This is an institution for the custodial care of

Emphasis is not placed on the educational program

if one is provided, and the staff is not generally trained in education.

Child care center.

This is an institution for the care and

education of children of working mothers.

The original child care

centers were organized during World War II undeT the Lanham Act
and provided for the children of women engaged in war industry.
After the war a few state and local governments undertook to
continue these centers, primarily for the children of working
mothers.

These centers have trained people directing the program

and often a fully trained staff.

They often plan for care of children

from six or seven o'clock in the morning until six or seven o'clock in
the evening.

Children from three to five years of age are provided

for in nursery centers;

Kindergarten.

older children are in after-school centers.

These may be privately or publicly supported

educational programs for five-year-olds.

In California they are part

5
of the public school system and teachers are credentialed by the

l

State Department of Education.

Head Start centers.

These are nursery school programs

provided under. the Economic Opportunity Act of 1965 to provide
compensatory education for four-year-olds {and for five-year-olds
in areas having no kindergarten in public schools).

They provide

health and welfare services, stress parent education and parent
involvement, and attempt to compensate for some of the effects of
poverty on the child's development.

They have trained personnel,

semi-trained assistant teachers, aides who are generally trained on
the job, and an assortment of volunteers .

.~ompensatory education.

Educational programs which are

designed to enrich the experience of child:ren from conditions of
poverty, children with insufficient knowledge of English or of the
culture in which the school functions.

II.

BACKGROUND TO ESTABLISHMENT OF
NATIONAL HEAD START PROJECT

According to the growing body of facts regarding early
development, we can no longer assume that a given child arrives at

6
school at age five or six ready to learn what the school has to offer.
Most children find the school environment strange, but after a
period of time they are able to accommodate to it.
child, however, must readjust completely.
in all

resp~

The slum-·dwelling

To him the school is

a discontinuous experience from home.

Often he is

seriously handicapped by physical damage, poor health, ar,d poor
nutrition.

Even when English is his first language he usually lacks

communication skills.

He has had little sensory or intellectual

stimulation, and he often has many fears.
be his first contact with white people.

If he is Negro, this may

If he is Mexican-American or

of Oriental background, as many of the children in this study were,
he may be experiencing both a new language and a strange set of
expectations.

In preparation for school he lacks much that the child

from a middle-class home brings with him, and without help he often
makes a poor start.

Basic Assumptions
In advocating preschool programs as an aid to adjustment of
deprived children in our society, the following assumptions are
implicit in this stL1dy:
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1.

The effects of po,rerty and culttrral deprivation are
such that children enter school preconditioned for
failure.

2.

As they proceed throagh school these children fall·
further and further behind. Even those who manage
to get a high s·chool diploma may have a sub-standa.rd
(seventh or eighth grade) education.

3.

The disadvantaged child is not necessarily a mentallyretarded child. He may lack learning skills rather
than capacity for learning. He may have a faulty set
toward learning.

4.

Disadvantaged children are verbally retarded. This
is of prime importance because verbal skills are vital
to good school adjllstment.

5.

To be most effective, intervention by society should be
made early (before the age of five) and should continue
through at least the prirnary grades of school.
Remedial programs, although necessary, are apt to
be less effective than preventive programs.

6.

Full cooperation on behalf of disadvantaged children by
schools, health authorities, welfare agencies, together
with active involvement of parents, is req•1ired for the
operation of an adequate compensatory preschool.

7.

Unless the poverty cycle is interrupted, poverty will be
transmitted to most of the children born to it.

8.

Education is the most important single factor in
breaking the poverty cycle.

9.

School drop-outs are a serious national problem. Early
intervention to prevent school failures is indicated.

10.

Complexity of our future society demands a literate
population. Manpower needs of the future indicate
expansion in technical and professional fields a.nd a
decrease in the number of jobs for the unskilled.

8
11.

Every American child has U1e right to equal
opportunity for educational development. No
child should be side-tracked by preschool
deficiencies into a pattern of school failure.

However, to understand the aims of Project Head Start it .will
be necessary to discuss briefly the social framework within which
the program was undertaken.

Condition::_ Lead~ng up to Declaration of a "War o_n

P~rty"

During the 1960s the United States achieved the position of the
wealthiest nation in history.

The Gross National Product of 1964

exceeded $630 billion 1 , and the projection was for a G. N. P. of more
than a. trillion dollars by 1975 (at 1966 prices), which is equal to a
per capita disposable income, after taxes, in excess of $3000, with an
average fa1.;,ily income by 1975 of $10, 000.

2

In what has been termed the "Affluent Society" there has been
a constant flood of television commercials proclaiming the
bigger-and-betterness of everything.

There has been a rise in the

1Exact: $631,712. Luman H. Long (ed. ), 1967 World Almanac
and Book of Facts (New York: Newspaper Enterprise A;;,:,-:-;r;;-;:-:-1966),
p. 169. (Quoting U.S. Dept. of Commerce)
2Robert R. Natha.n, "Challenges of Our Affluent Society in
Meeting Human Needs," Proc. Nat. Conference Social Welfare,
New York: Columbia Univ. Press, 1966, p. 122.

9
Dow-Jones averages, in rates of employment, in the wages of many
people, and in the availability of every sort of consumable item. 3
The Federal Blldget for the Fiscal Year 1966 had allocations in
excess of fifty-six billion dollars for military pllrposes. 4 On
January 17, 1965, President Lyndon Johnson issued a statement
hailing the forty-eighth consecutive month of prosperity. 5 The
generally accepted view in the press and even of many economists
and sociologists during the decade following World War II was that
income-disb·ibution patterns in the United States had been so altered
that we were rapidly becoming middle class in respect to income
figures as well as to aspiration.

But as John Hersey wrote recently,

.•• We forgot that silent yet dramatic changes that
accompany prosperity in our economy were leaving
behind a residue of poverty ... (there has been) a cloud
of illusion around our heads: We were all rich. The
only trouble was that a lot of us were poor. In these
high times, one quarter of the wealthiest nation in history
lived on frugal terms, one fifth in abject poverty. 6

3 Michael Harrington, The Other America (New York:
Macmillan Company, 1962), Chap. 2.

4

Long, op. cit., p. !65.

5New York Times, January 17, 1965, p. 38.

6

John Hersey, "Education: An Antidote to Poverty, 11
Journal of the America_:> Association of University Women,
58:157, May, 1965.

10
According to figures from the Bureau of the Census, of the
sixty-nine million children living in families in the United States in
1963,

15. 6 million lived in families having a yearly income of

$3000 or less annually. 7 This is about one child in four.
The problem of the poor child's early life was intensified by
the growth of virtual ghettos in every large American city.

Families

without money crowd into deteriorating slums in ugly, unsafe
neighborhoods, while anyone who can afford to do so moves his
family to some quieter, newer, healthier suburban community.

The

children of different economic strata have no contact with one another.
The rural poor are about as isolated from the mainstream of
society as the city poor.

Their dwellings may not be as congested,

but they are as undesirable.

In small towns they are generally on the

undeveloped, muddy fringes or are in areas surrollnded by industrial
plants.

In the country their shacks are flimsy, their small plots of

land poor.
As America has had waves of poor immigrants for several
hundred years, why are we more concerned at this time?

Why do we

consider now that a child in a slum family will continue to be poor all

7

Ben B. Seligman (ed. ), Poverty as a Public Issue,
(New York: Free Press, 1965), pp. 20-25.
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his life unless the "poverty cycle" can be broken by cummunity
effort?

At first America offered land to be developed, frontiers to be

conq11ered.

In 1900, althoLlgh the West was no longer so wild,· there

was a need for sheer muscle power in steel mills, railroads,
-i

textile plants, and small factories.
not necessary.
Publi~~~su~,

For many jobs, education was

Speaking of this in the introduction to

Pov~ty as_~

Ben B. Seligman, Professor of Economics, University

of Massachusetts, said:
Job opportunities were plentiful, and even more
important, there was a kind of internal ladder of
opportunity allowing a young man to climb, for
example, all the way from floor sweeper to skilled
machinist in not too many years. In any case, there
were enough such cases to lend a meastlre of reality
to the American promise. 8
Now each year there are fewer places in industry for the untrabed
and the illiterate.

Technological improvements bring in machines to

do better and faster what the unskilled formerly did.

Meanwhile, at

the top of the industrial ladder there is an undersupply of workers.
Our increasing technical and specialized civilization
is opening up jobs faster than we can fill them.
Last year, for example, one out of five budgeted
technicaJ and professional jobs in New York City
was either unfilled or staffed by someone without
the formal educational qualifications ... As far
ahead as the statistical eye can see, the outlook is

8 seligman, op. cit. , p. 6.
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for rapid growth of all technical and professional
occupations ... By 1975 the managerial group
should have increased by 25o/o and the technical
and professional group by 40o/a, until virtually one
out of every four persons in the labor force will
be employed in these two top occupational echelons.
By way of contrast, these two strata accounted for
o.ne job in ten back in 1900. 9
In order to get an adequate start in our economy and some hope of
being able to better his lot, the youth in search of work will need to
be at least functionally literate.

He cannot get even to the first rung

of most industrial ladders until he has filled out personnel forms and
taken aptitude tests.

He will have to know how to read instructions

and follow printed directives, and he will have to be flexible enough
to learn new techniques as they are introduced into his job.

There is

little place for the usual product of our slums, who in addition to low
literacy is lacking many of the attitudes which he needs to cope with
the complicated on-the-job picture.

Generally he has not finished

high school, but even if he has he has mastered very little and has
values opposed to those of the school.
The impact of frustration is felt most in the large cities.
Here the unemployed youth, especially those of minority groups,
make up 25 per cent or more of the neighborhoods where they live.

9Robert L. Heilbroner, "No Room at the Bottom,"
49: 29-32, February 19, 1966.

~atur_:l_<::LJ3-evie~,
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The push of work-seekers from the rtll'al areas to the large cities
has aggravated urban problems and brought more children into
undesirable home and school conditions.

The condition of mobility

within the cities (families moving from one school area to· another
two, three, or four times a year in many cities) contributes to the
school-failure of deprived children and adds to their frustration.
Not only are children of the poor damaged by poverty but the
damage extends to the general population so that immediate solutions
on a large scale must be sought.

In the 1960s public attack on the

problems of the poor began to be more evident.
Writing from Stockholm in March, 1965, Professor
Gunnar lvlyrdal, of the Institute for International Economic Studies,
noted a dramatic change in the American attitude toward social
problems:
America ... is finally--and rather suddenly--becoming
prepared to accept the welfare state. This implies an
intellectual as well as a moral catharsis for the
majority of Americans who are prosperous and secure.
They cannot conceal from themselves any longer that
there is in the United States a large "underclass" of
poor and destitute people in the urban and rural slums
who are largely cut off from the life and aspirations of
the nation ... Broad policy measures which a few years
ago would have seemed to be radical and unacceptable
are now rapidly becoming part of practical policy ...
There are ... many social changes that work in the
same direction, and so become integrated in the
movement toward the acceptance of the welfare state.
The Negro rebellion within the last two years or so is
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one of them ... It is now cornmonly recognized that
equal rights ... is not enough to give real eqLtality
to a group that for so long has be en tr.eated as ...
second-class citizens ... But Negroes do not make
up more than a third or fourth of those who are
poverty-stricken. Moreover, .for technical reasons
alone, policies in these fields cannot be dealt with
as merely Negro problems (nor) ... meet the Negroes'
demands for equal treatment ...
For the Negro this implies the necessity to feel
solidarity with all disadvantaged groups, which is
not an easy demand.,. At the same time, other
sections of the population must share the responsibility
of developing a solidarity which accommodates the
aspirations of the Negro and all other disadvantaged
groups ... Andthing less is a drag on their own self
interest. .. 1

As public attention in the early 1960s focused on the nation's
unsolved social and economic problems, proposals were made to
President Kennedy and to his administration for the alleviation of
poverty, redevelopment of cities, medical care of the aged,
assurance of equal rights for minority groups, and care of
disadvantaged children and youth.

In February, 1963,

President Kennedy proposed a national youth service akin to the

10Gunnar Myrdal, Preface to Poverty as a Public Issue
(Ben B. Seligman, ed. ), (New York: Free Press, 1965), pp. v-vi.

./
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Peace Corps that was working so well overseas.

Professor Seligman

describes what followed:
.•. public discL1ssion and Congressional talk revolved
about the notion of a Domestic Service Corps.
Obviously this was a limited approach, and aware of
the political atmosphere on the Hill, the Kennedy
Administration, always concerned with the politically
possible, moved with characteristic caution. When
Lyndon Johnson was required by an assassin's rifle
to take over reins of rower, it seemed doubtful that
much woL1ld be done. 1

In his speech to Congress on the State of the Nation,
January 8, 1964, President Johnson declared the

11

War on Poverty. " 12

In March, 1964, hearings on a broader bill than that originally
considered for a Domestic Peace Corps was started in the House of
Representatives.
In a continuation of his description of this period Seligman
wrote:
Suddenly "poverty" became fashionable.
Representative Adam Clayton Powell, chairman of
the House Committee on Education and Labor,
opened the hearings with a flourish and a press
release. The Administration spoke not only of
youth, but of the aged, the fatherless, Negroes,
rural poor, and industrially dispossessed. It

11 Seligman, op. cit., p. 5.

12 Text of the speech, New York Times, January 9, 1964,
p. 2.
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proposed to spend a billion dollars in skir,nishiEg
along the poverty front ... The government's
modest proposal represented but a beginning,
although perhaps a significant one ... One can hardly
expect that a billion dollars a year will cure woLmds
for which band-aid treatment has cost more than
twenty times that much. 13
In August, 1964, Congress passed the Economic Opportunity
Act of 1964. 14 In October the Office of Economic Opportunity was
established, and the planning for the various anti-poverty projects
began in earnest.

Among other actions Sargent Shriver, the new

director of the OEO,
... appointed a planning committee to conduct a study
of the problems of children growing up in poverty and
to make recommendations which would foster the
development of these children. The planning
committee was composed of fifteen members
representing the fields of pediatrics, child development,
public health, nursing, education, child psychiatry,
and psychology, under the chairmanship of
Dr. Robert E. Cooke, chairman of the Departmen~ of
Pediatrics, Johns Hopkins School of Medicine ... The
report of the committee was submitted to President
Johnson in February, 1965. 15

1 3Seligman, op. cit., pp. 5-6.
1 4Text of Economic Opportunity Act, New York Times,
March 17, 1964, p. 22. Bill signed, New York Times,
August 21, 1964, p. 1. Director Shriver sworn in, New York Times,
October 17, 1964, p~ 5.
15 Julius Richmond, 11 Communities in Action, 11 The Reading
Teacher, 19: 323-4, Feb., 1966. (Text of Report of Head Sta;.-t-Planning Corn:nittee: See Appendix.)
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A considerable portion of the President's 1965 State of the
Nation speech to the Congress 16 was devoted to plans for an extensive
anti-poverty program.
year's outlay.

He asked Congress to double the previous

Congress was receptive, authorizing $947. 5 million

for the fiscal year of 1965, and appropriating $784.2 million on
January 4, 196 5.

~stablishment

17

of Project Head Start

On January 18th President Johnson announced the allocation
of $101, 960,782 for eighty-eight new anti-poverty projects, among
them Project Head Start. 18 After this the "War on Poverty" was
rapidiy escalated.

In February, 1965, the planning committee report went to the
President, stressing the need for initiation of programs immediately.
It urged that programs for one hundred thousand children be set up

for the summer of 1965.

Of the four million children who enter

school each fall, one million are estimated as corning from families

1 6Text of the President's speech, New York Times,
January 5, 196 5, p. 16.
17 New York Times, January 5, 1965, p. 18.
18 New York Times, January 18, 1965, p. 1; list of
projects, p. 4.

18
classified as poor, hence the expected enrollment of preschoolers
was regarded as optimistic. 19
After the late February announcement, local agencies had only
six weeks in which to draft their applications, yet 2400 communities
set up projects for the summer of ,1965: 13, 000 individual centers to
se:rve 561, 000 children, including those in San Joaquin County,
California, as discussed in this study.

Approximately 41, 000

teachers were employed, each teacher with two assistants.
Because of the keen interest in the summer projects all over
the country, President Johnson authorized OEO Director Shriver in
March, 1965, to provide $50 million for Project Head Start,
"11"ton a b ave t h e ongtna
. . 1 sum. 20
.$23 m1.

Head Start classes were kept small.

For fifteen children\·

there were a teacher, two assistants, and an assortment of other
workers.

Each child was given hot meals, health examinations with

care as indicated, and a program planned to improve his health,
increase his understanding, and broaden his experience.

Aithough

the broad goals were determined nationally, local agencies were
urged to construc.t programs most fitted to the needs of the children

-------1

9 Julius Richmond, lac, cit.

20

New York Times, March 9, 196.5, p. 1.

19
. t h e1r
. com:rnun1t1eso
. .
21
1n

(See Appendix for "Detailed Directives to

Local Agencies on the Organization of Head Start Centers.")

III.

ESTABLISHMENT OF LOCAL PROGRAM
IN SAN JOAQUIN COUNTY

Head Start Project HS1509 involved thirty classrooms in
twenty-four schools in Stockton, Lodi, Escalon, and Woodbridge,
California, all in San Joaquin County.

Neighborhoods in which

centers were established were shown by analysis of the 1960 Census
data to have large pockets of poverty and illiteracy.

(See Appendix

for Census Tracts.)

Children Who Attended Head Start

All children of low-income families living within the
depressed area in which the center was located were eligible to
attend, and school principals, often aided by the district nurse or
welfare worker, made selections using the following criteria issued

21o££ice of Economic Opportunity, An Invitation to Help
Pro ject __Head _Start, A Program for:... PreSchool Children.
(Washingtc,n: Government Printing Office, 1965).
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by the Su.perintendents of Schools of Stockton Unified School District
and of San Joaqu.in Cou.nty Schools: 22
1.
2.
3.
4.
5.
6.
7.

The child does not speak English.
The first language of the child is not English.
The child is ve.ry shy.
The child withdraws from others.
Tbe child is less matu.re than average.
The child doesn't talk or talks very little.
Brothers or sisters were deficient in langu.age
when they were in kindergarten.

Wherever possible in the short time allowed for organizing the
centers home visits were made to inform parents of the program and
enroll children.

Recru.itment difficulties.

In many instances it was difficu.lt to

recruit children from homes of the lowest income level.

Parents

beset with the many problems associated with poverty failed to see
value in Head Start.

Their own limited or u.nha.ppy school experience

gave them negative feelings toward schooling.

Ma.ny of these families

in the area move about in summer in pursu.it of farm or cannery work.
The non-English-speaking Mexican-American children, who u.su.ally
need the program very much, are isolated within the family group,
and it was difficu.lt to cou.nteract this cu.stom.

zz,. Directive to Principals on Selection of Children for
Head Start, " SUSD mimeographed sheet, May, 1965. (See App<endix
for copy. )
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A small nllmber of children from homes with slightly higher
incomes or with higher educational level of the parents were
permitted to enroll if they lived in the school neighborhood.

The

remainder were from very poor families.

Organizational, Administrative, and Teaching Personnel

Project HS1509 was sponsored jointly by the Stockton Unified
School District and the San Joaqllin Collnty Schools.
The official applicant to the Office of Economic Opportllnity
was the Stockton Commllnity Action Com1cil.
Cooperating agencies were:
1.

Catholic Diocese of Stockton, which operated three
of the centers in parochial schools;

2.

San Joaqllin Local Health District, which gave
complete physical examinations without charge,
gave follow-llp care where needed, and provided
visiting nurses for the centers;

3.

San Joaquin County Welfare Department;

4.

Catholic Social Service.

A high degree of professional competence was maintained
throughout the program, as attested to by evalllation teams from
Head Start regional headquarters.

Teachers, who were chosen

because of their experience with young children, were given an
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intensive pre-service course by the University of California at Davis
and in- service guidance.

IV.

SUMMARY

As part of the national anti-poverty effort, Project Head Start
Centers were operated in the summer of 1965 in San Joaquin County.
These children went into kindergarten in their neighborhood s·chcols
together with children from similar homes who had not attended
Head Start.

The question of the effects of the pre-kindergarten

experience on the adjustment of children (a) when they entered school
and (b) after they had been in school for one year was raised.

This

stndy was an attempt to assess the school adjustment of these
children and to compare it with the adjustment of a group of simila"
children who had not attended Project Head Start.
A brief account has been given of the economic and social
situation which led up to the establishment of the compensatory
preschools, the role of the national administration, and the nature of
the local Head Star: organization.

CHAPTER II
REVIEW OF THE LITERATURE

As a frame of reference for this study, the literature of
several fields has been reviewed in the search for answers to the
following questions:
1.

What is the nature of the preschool in the United States
and how did il develop?

2.

What effects of cultural and economic deprivation have
been noted in children entering .first grade?

3.

Is there a difference in IQ between lower class and
middle class first graders? What factors may be
involved?

4.

What does research show about the relationship
between verbal ability and school success?

5.

What is known about the relationship between the
development of language and the development of
abstract thinking?

6.

Is there a relationship between stimulation deprivation
in infancy and learning in later life?

7.

Can we intervene to raise the child's potential
learning level?

8.

Is there evidence to support the assumption that
compensatory education at the preschool level is
. an optimum time for intervening?

9.

What has been or is being done in compensatory
preschool education?
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I.

HISTORY OF PRESCHOOLS
IN THE UNITED STATES

Preschools of one sort or another have been functioning in the
United States for about one hundred years.

Day nurseries to provide

custodial car·e for infants and children of the poor we.re established
about 1860, while the first kinderg;ntens began to appear at about the
same time.

The earliest nursery schools came about fifty years

later, and child care centers for care and education of children of
working mothers were widely established in the 1940s.

Development of Kindergartens
The founder of the first kindergartens, Friedrich Froebel
(1782-1852) based his thinking on the precepts of Comenius,
Rousseau, and Pestalozzi, organizing his "gardens for children" in
an era when schools were harsh, repressive, and authoritarian.
The Prussian government ordered the closing of Froebel's early
schools because they were seen as encouraging democracy when they
stressed gentleness rather than harsh discipline, adapted instruction
to the level of the child's development, and viewed education as an
encouragement of rather than repression of the child's natural powers.

--.._•
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In spite of the official Prussian condemnation, a number of
educators were enthusiastic about Froebel' s methods.
were established in other countries.

Kindergartens

The first American

kindergarten was opened in Watertown, Wisconsin, in 1855 by a
German immigrant, Mrs. Carl Schurz, and was conducted in the
German language.

Several other German language kindergartens

were opened at about this time.

In 1860 Miss Elizabeth Peabody, a

sister-in-law of Horace Mann and Nathaniel Hawthorne, opened the
first private English-language kindergarten in Boston.

It was through

the efforts of Miss Peabody that such persons as Ralph Waldo
Emerson, the Alcotts, Susan Blow, U.S. Commissioner of Education
William T. Harris became interested in the kindergarten movement.
It was in 1873, through the efforts of Susan Blow and William T.
Harris, that the first public kindergartens in America were
established in St. Louis.

Two years later public kindergartens were

opened in Los Angeles and Indianapolis, the following year in Denver
and San Francisco.

Kate Douglas Wiggin and her sister, Nora

Archibald Smith, helped build foundations for kindergarten education.

Growth of the public kindergarten movement in the United
States.

By 1880 there were four hundred public kindergartens for

four- and five-year-olds scattered through the thirty states; ten of

v
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the largest cities had schools to train kindergarten teachers.
there were 6, 563 kindergartens in the United States.

By 1912

By 1914 there

were 7, 554. 1 There were 225, 394 children enrolled in kindergarten

777, 899 by 1930; 2 and two and a half million in 1963. 3

in 1900;

Althou.gh the growth has been great, all states do not provide
rou.tinely for kindergarten.

Changes in the kindergarten program.

The Froebelian

kindergartens were a great advance in the field of early childhood
edu.cation, and many early aspects are still retained.

Althou.gh

kindergarten teachers have dropped some of Froebel 1 s methods
(su.ch.as the symbolism of The Gifts} and no longer pu.t great stress
on proper manners, morality, qu.ietness, they retain the Froebelian
·emphasis on gentleness, on a recognition of the child's innate
goodness, and on providing an atmosphere in which a child may
develop happily.

To this they have added techniqu.es based on the

1 Neith Headley, The Kindergarten: Its Place in the Program
of Edu.cation (New York: Center for Applied Research in Edu.cation,
Inc., 1965}, pp. 9-11.

2

"Statistical Su.mmary of Edu.cation, 11 Biennial Su.rvey of
· Edu.cation in the U. S., 1956-58. (Washington: Office of Edu.cation,
1958).
3Headley, op. cit. , p. 11.
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scientific child development studies of G. Stanley Hall ( 1844-1924)
and his students;

concepts developed by John Dewey (1859-1952);

certain materials and techniques of Maria Montessori's; and a
variety of procedures stemming from research work of persons too
numerous tomention in the fields of psychology, sociology, and
medicine.
Teachers of young children have been generally more aware
of research findings in child growth and development and less
restrained in using these findings to modify their techniques than
have teachers of older children.

They·have moved from an indoor

program stressing su.ch small-muscle activities as stitching throu.gh
holes. in cardboard or cu.tting intricate designs to. a teacher's pattern,
and from a program of rigid and artificial rou.tines with a stress on
training in manners and set responses to a program based on the
developmental needs of five-year-olds in the commu.nity in which they
live.

Today' s kindergarten has Montessori's small tables and chairs,

Montessori's manipu.lative materials, blocks and other bu.ilding
materials, a variety of art materials, many colorfu.l books and
pictu.res, large-mu.scle equ.ipment, and space in which to be active.
The valu.e of play for reliving his experiences and for developing his
imagination as well as his understandings of the world is recognized
in the kindergarten.

Teaching often extends beyond the walls of the
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classroom (as when children are taken to observe a road construction,
for example} so that the classroom itself becomes a more realistic
place.

l.
Development of Ncusery Schools

v'

Nursery schools are designed to meet the developmental needs
of children of two to five years of age.

Their daily program has been

more individualized and less structured than that of the kindergarten,
and they have been staffed by teachers who were aware of the
importance of a scientific child-development approach.
The first nursery schools were established in 1909 in England
by Margaret and Rachel McMillan.

They served children in poor

neighb:>rhoods who had inadequate play space, and from the start the·
emphasis there has been child-centered.

In the United States,

however, schools have been organized for adult-centered reasons.
Rhoda Kellogg, supervisor of the Golden Gate Nursery Schools of
San Francisco, points out that"· .. our first nursery schools were
established for every purpose except the primary one of educating
the children.

11

She quotes the Twenty-Eighth Yearbook of the

National Society for the Study of Education (1928: page 43}:
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•.. typical among the main objects of modern nursery
·schools are:
to provide opportunity for controlled research;
to establish experimental laboratories for the
study of educational methods;
to provide for the culturat and general training
of college women;
to furnish facilities for training preschool teachers;
to train teachers of home economics;
to demonstrate the best methods of child care;
to permit parents to participate in the group care
of little children;
1
4
to train junior and senior high school students.
L·
4

•

Colleges and universities played an important part in the
early establishment of nursery schools and in the triJ.ining of nursery
school teachers.

In 1915 the faculty wives of the University of Chicago

began a cooperative nursery school.

In 1919 Harriet Johnson and the

Bureau of Educational Experirnents in New York (later to become
Bank Street College for Teachers) opened a nursery school.
Teachers College of Columbia University opened one.

In 1921

In 1922

Miss Abigail Eliot, upon return from six months of study with the
McMillan sisters in England, established the Ruggles Street Nursery
School in Boston.
opened in Detroit.

In the same year the Merrill- Palmer School
Two years later the Iowa State College School was

founded, and in 1925 and 1926 nursery schools were opened at

4 Rhoda Kellogg, Nursery School Guide (Boston: Houghton
Mifflin Company, 1949), p. 376.
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. Co'rnell University, Ohio State University, at Franklin Public School
in Chicago, Yale University, Smith, Vassar, and Antioch Colleges, 5
Dr, Mary Dabney Davis of the United States Office of
Education, in a survey made in 1936, reported 285 nursery schools
I

in operation under the following auspices:
77 college laboratories
53 philanthropic institutions
144 private schools (commercial, parent cooperatives,
church centers)
11 publicly supported as ,part of elementary or high
schools, 6

Thew, P, A, Nursery Schools,

The first large-scale

development of nursery schools in the United States carne with the
Works Projects Administration nurseries, financed by federal funds,
These schools were operated from 1933 to 1943,
Langdon, director of

w,

Dr, Grace

P, A,' s Family Life Education Programs,

reported that during the years 1933 to 1940, three hundred thousand
children were enrolled in these schools,

In 1940 there were

fifteen hundred schools with fifty thousand children enrolled,

w,

p, A, schools were established

6catherine Landreth, Education of the Young Child (t;))
(New York: Wiley and Sons, 1942), p, 10,

The
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... to provide employment for Llnemployed teachers,
to foster physical, mental, and social well being for
yollng children, and to promote better morale among
the parents. The program was gllided by an
advisory council composed of representatives from
the National Association for Nursery Education, the
Association for Childhood EdL1cation, the National
Council of Parent Education, and the United States
Office of Education. The establishment of the
schools was directed by local school superintendents. 7
The W. P. A. schools served children of the unemployed, and except
for the people who had an opportunity for direct observation they
were generally regarded as make- shift arrangements for the care of
indigent children, and to be fllnded only during times of high
.

unemployment.

War-time Lanham Act Child Care Centers.

'

\'

When women

were needed in defense work during World War II, the Federal
Government provided fLmds (under the Lanham Act) for Child Care
Centers in 1942.

Both preschool centers and centers for the extended

day care of school-age children were provided.

Programs and tin>e

schedules were appropriate for children whose parents worked long,
often irregular shifts, and who were living in industrial areas in
inadeqllate housing.

7Ibid., pp. 10-11.
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At first the Lanham Act schools lacked public acceptance, and
parents entered their children only because it was part of the
fanctional sitaation in which they found themselves.

Early nursery

schools either served highly-privileged children or were run by
philanthropic groups for very poor children.

W. P. A.

served

unemployed families.
For the first time everyday American working people
pat their children in nursery schools as a roatine part
of education. At the beginning of the program, the
presence of children in such schools was looked upon
largely as a war tragedy; at the end of the program
their attendance was viewed as an enviable privilege
that should be widely extended ... The Lanham schools
proved that nursery schools are good for all children. 8
Lanham schools were funded federally from November, 1942,
to February, 1946.

At the end of the program there were 58, 560

children under six years or" age. 9 When federal funds were withdrawn,
most of the centers were closed.

In some areas (mainly in New York

and California) local and state financing has enabled the Child Care
Centers to continue, and although educational standards have been
high, a lack of money has held down expansion.

8 Kellogg, op. cit., pp. 379-380.
9 Ibid. , p. 7.
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II.

CULTURAL DEPRIVATION AND
COMPENSATORY EDUCATION

During the 1950s and 1960s the effects of cultural and
economic deprivation on school success has become a critical
national issue.

It is not a new issue, however, and the question of

understanding these children and providing for their needs has been
raised now and again since the 1930s.

Most of the studies were

descriptive in nature and did not undertake to provide. correction for
deficiencies.

Studies on the Effects of Deprivation

In 1929 the Lynds in their famous study of

11

Middletown"

raised the question of the effect of the environment on the cognitive
deficit of lower-class children. 10

They showed that by the time a

child entered school he was already typed intellectually by economic
status.

Although only 13. 4o/o of the Business Class children in the

first grade were below 90 in IQ, 42. 5o/o of the Working Class
children in the same grade were below this level.

10 R. S. and H. M. Lynd, Middletown (New York: Harcourt
Brace Company, 1929), p. 36.
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I

Warner, Havighurst, and Loeb 11 dealt in 1944 with the

J

correlation between school success and the socio-economic level of
the parents in Who Shall Be Educated?
Allison Davis' Sodal Class Influences on Learning12 (1948)
I

stimulated much discussion on the· phenomenon of the correlation
between poor environment and lower IQ.

Culture-Free Tests.

The folklore of American education

has accepted that, in general, lower class children have lower IQ' s
than middle class child.ren.

It has also been widely accepted that

intelligence is fixed and it is impossible to raise the level.

During

the period from 1945 to 1965 there has been a recognition of the
fact that scores on intelligence tests are dependent to a large extent
on previously-learned concepts or strategies, and attempts have been
made to construct "culture-free" or "culture-fair" tests.

However,

these tests did not change materially the picture of a
disproportionately-large number of lower IQ's for lower class

11 w. L. Warner, R. J. Havighurst, and M. B. Loeb,
Who Shall Be Educated? (New York: Harper Bros., 1944),
xxi+ 190 pp.
12
Allison Davis, Social Class Influence on Learning
(Cambridge, Mass. 1 Harvard University Press, 1948) (Inglis
Lectures in Secondary Education).
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children.

Dr. Carl Bereiter, director of the University of Illinois·

Research Center for Preschool Education of Disadvantaged Children,
citing the extensive bibliography of Bloom, Davis, and Hess, 13
states:
With no known exceptions, studies of three- to fiveyear-old children from lower socio-economic
backgrounds have shown them to be retarded or
below average in every intellectual ability ...
Perhaps the most convincing evidence comes from
the consistent failure of efforts to develop
"culture-fair" tests on which children from
lower-class backgrounds would not obtain lower
scores than middle-class children. (See studies.
by Coleman and Ward14, Hess 1 5, Marquart and
Bailey 1 6, and Bernardoni17. )18

-,

13B. S. Bloom, A. Davis, and R. Hess, Education for
Cultural Deprivation (New York: Holt, Rinehart and ·Winston, 1965).
14W. Coleman and A. W. Ward, "A Comparison of Davis-Eells
and Kuhlman-Finch Sc.ores for Children from High- and LowSocioeconomic Status," (J. Educ. Psych., 46: 465-9, 1955).
!SR. D. Hess, 11 Controlling Cultural Influence in Mental
Testing: An Experimental Test," (J. Educ. Research, 49: 53-58,
1955).
16

n. I.

Marquart and L. L. Bailey, "An Evaluation of the
Culture-Free Test of Intelligence, 11 (J. Genetic Psych., 86: 353-8,
1955).
17Louis C. Bernadoni, "A Culture Fair Intelligence Test for
the Ugh, No and Oo-la-la Cultures," (Personnel and Guidance J,,
42:557, Feb., 1964).
_j
i

18 carl Bereiter and Siegfried Engelmann, Teaching
Disadvantaged Children in the Preschool (Englewood Cliffs, N. J,:
Prentice-Hall, 1966), pp. 4-5, Author's Note, p. 20.
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The disadvantaged child does not necessarily test low in
immediate-memory-span tests or in ability to master specific
.
.
19 20 21
rote-learmng tasks.
'
'
It is pertinent to note that many authorities agree that

although deprived children may be retarded in cognition and in
learning-how-to-learn skills, they are not usually permanently
damaged.

For example, it was found that those children with the

v

same potential as children from better environments will, when
given a variety of stimulation with guidance and reinforcement of
adults, will improve their achievement, but it will take them longer
to reach a given level as they are farther away from their
maturational ceiling as a result of experiential poverty.

Although

they score low on intelligence tests, such children are not actually
mentally deficient. 2 2

1 9Ibid.
20

I. J, Semler and I. Isscoe, "Comparative and Developmental
Study of the Learning of Negro and White Children under Four
Conditions, 11 (J, Educ. Psych., 54: 38-44, 1963. ).

21

A. R. Jensen, "Learning Ability in Retarded, Average, and
Gifted Children," (Merrill-Palmer Quarterly, 9: 123-140, 1963).
2 2 Martin Deutsch,"The Disadvantaged Child and the Learning
Process," Education in Depressed Areas, ed. A. Harry Passow
(New York: Bureau of Publications, Teachers' College, Columbia
University, 1963), pp. 163-179.
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Status of slum children at the time of school entry.

As the

foregoing review of the literature has shown, by the time children
from the slums are admitted to the first grade the most serious harm
in terms of real or potential retardation may already have beendone.
The stage is set not for learning but for frustration.
enter school preconditioned for failure.

These children

Their lag is so great that

unless the school can provide them with an adequate background
(particularly in verbal and cognition areas)·they will be unable to
catch up with children from normal homes.

Statements of inevitable

failure of deprived children are to be found in Brown and Derrtsch 2 3,
.
.
24
.
25
26
27
Crow, Murray, and Smythe , Hechmger , Getzels , Bloom ,
and in Office of Education publications.

23

B. R. Brown and M. Deutsch, "Social Influences in
Negro-White Intelligence Differences, 11 (J. Social Issrres, 20: 24-25,
1964).
24

Lester D. Crow, Walter I. Murray, and Hugh· H. Smythe,
Educating the Crrlturally Disadvantaged Child, (N.Y.: David McKay
Co., 1966), p. 68.
25

Fred M. Hechinger, "Passport to Eqrrality," (in Preschool
Education Today, Fred Hechinger, ed., Garden City: Doubleday and
Co., 1966), pp. 3-4.
26

J, W. Getzells, "Preschool Education" (in Contemporary

Issues in American Edrrc. -- Consultants' Papers for the 1965 White
House Conference on Edrrcation. Washington: Office of Edrrcation,
1 9 6 5), pp. 1 0 5- 114.
27
Benjamin S. Bloom, Stability and Change in Hrrman
Characteristics, (New York: Wiley, 1964).

,,
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Not only are the children behind at the time of school entry,

,,

but they tend to fall further and further behind and to experience
repeated failure and frustration.

Deutsch and his co-workers' have

done several studies comparing lower-class and middle-class
children at the first grade and at the fifth grade levels.

They found

that differences between the two groups are wider at fifth grade and
that they show up in a variety of areas.
"cumulative deficit,

11

Deutsch attributes this to

in which small deficiencies at an early age lead -/

to inferior learning, increasing the magnitude of the deficiency. 2 8
In junior high school classes for disadvantaged children, the
pupils a-re generally about four years behind grade level.

Many of

the 7. 5 million adolescents who drop out of school each year are so
far behind in academic skills that their presence in class is a cruel
farce.

Their literacy is usually below a functional level for our

complex society.

Two and a half million dropouts have less than

eight years of formal schooling. 29

2 8Martin Deutsch, "The Role of Social Class in Language
Development and Cognition," (Amer. J. Orthopsy), 25: 78-88, 1965) ..
2 9Daniel Schreiber, The School Dropout (Washington: N. E. A.,
1964), pp. 2-3.
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As to the low achievement of the more seriously disadvantaged
groups (such as Southern Negroes) Bereiter 30 quotes studies by
R. T. Osborne 31 to suggest that there is a leveling off of achievement
at about seventh or eighth· grade, so that the average achievement of
entering freshmen at some predominantly Negro colleges in the South
is below tenth grade and often at seventh or eighth grade.
It is also interesting to note that socio-economic status shows
an effect in winners of the National Merit Scholarships •. R. C. Nichols'
study3 2 shows that a child from a. prosperous home has four to thirty
times as good a chance of scoring highest than does a child from ·a
poor home.
-,

Sociological aspects of child development.

Many recent

studies have dealt with the ·sociological aspects of child behavior.
A recent review of the literature cites more than one hundred
references on the sociological correlates of

30 Bereiter, op. cit., pp. 5-6, 21.
3lR. T. Osborne, "Racial Differences in Mental Growth and
School Achievement: A Longitudinal Study," (Psychological Reports,
7: 233-9, 1960).
32

R. C. Nichols, 11 The Financial Status of National Merit
Finalists, 11 (Science, 149: 1071-4, 1965).
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1.

z.
3.
4.
5.
6.
7.

Child rearing practices
Family relationships'
Conceptions of parenthood
Parental expectations for children
Exercise of authority and the question of
pertnissiveness
Building of self-image in children of devalued
ethnic groups, principally that of Negro children
School~child and teacher-child interactions: the
lower-class child in the middle-class value system. 33

Clausen and Williams stat-e:
It has been assumed that the training the child receives
is markedly influenced by the position his family occupy
in the heirarch (of class structure), that this position
provides a distinctive context and distinctive experiences
for the child, and that these have an irreversible, or at
least enduring, effect. These assumptions, by no means
always explicitly stated, have produced a voluminous but
often contradictory literature on the relationship of
social class to child-rearing and child behavior. 34

In the area of social class differences in child-real"ing
practices, the studies which seem to be most often referred to are
those of Sears, Maccoby, and Levin (1957) 35 , Kantor, et al. (1958)

36

33

;

J. A. Clausen and Judith Williams, "Sociological Correlates
of Child Behavior, 11 (in Child Psychology, 62nd Yearbook of the NSSE,
Part I, Chicago: University of Chicago Press, 1963, pp. 62-107).
34
Ibid., p. 68.
35

Robert R. Sears, Eleanore E. Maccoby, and Harry Levin,
Patterns of Child Rearing, (Evanston, Ill: Row, Peterson and Co.,
1957).

---;

3 6Mildred Kantor, et. al., "Socioeconomic Levels and
Maternal Attitudes toward Parent-Child Relationships," (Human
Organization, 16: 44-8, Winter 1958).
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Havighurst and Davis (1955) 37 ;

Davi.s and Havighurst (1946) 38 ;

Bayley and Schaeffer ( 1960) 3 9; Mac co by and Gibbs (1954) 40 .
Catherine S. Chilman, of the research staff of the Welfare
Administration, United States Department of Health, Education, and
Welfare, has cited 181 references in her analys(s of the literature
pertaining to family-life patterns and child-rearing practices of the
very poor.

She presents evidence to suggest that the "very poor"

(thought of as below the working class in income), more than other
groups, "tend to employ child-rearing and family-life patterns that
are maladaptive to our society" in a number of areas, including
educational achievement and social acceptability.

She goes on to

37Robert J, Havighurst and Allison Davis, "A Comparison of
the Chicago and Harvard Studies of Social Class Differences in Child
·Rearing, 11 (Am<:_r· Soc. Review, 20: 438-442, 1955),
.38 Allison Davis and Robert J, Havighurst, "Social Class and
Color Differences in Child Rearing," (Amer. Soc. Review, 11:
698-710, 1946).
3 9Nancy Bayley and EarlS. Schaeffer, "Relationships between
Socio-economic Variables and Behavior of Mothers toward Young
Children," (J. Genetic Psych., 96: 61-77, 1960).
40 Eleanor Maccoby and P. K. Gibbs, "Methods of Child
Rearing in Two ·Social Classes," (in Martin and Stendler, eds.,
Readings in Child Development)(New York: Harcourt Brace and
Company, 1954), pp. 380-96.
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explain that it 11 ... is more or less natural that such appears to be the
case because middle-class standards are applied to the very poor as
well as to other socio-economic groups. 1141

She compares in detail

some of the child-rearing practices characteristic of the very poor
with those of families where children are regarded as emotionally
healthy.

(See Appendix.)

As things are in our society, however, lower-lower-class
children do attend s.chools \vith middle-class values, and the facts of
their parents' attitudes are important to their ability to achieve in
school.

These children seem to be oriented toward an anticipation of

failure and a distrust of the schools.

They have

a constriction in experience, reliance on physical
rather than verbal style, a rigid rather than a
flexible approach, preference for concrete rather
than abstract thinking, reliance on personal attributes
rather than training or skills, a tendency toward
magical rather than scientific thinking; these values
and attitudes provide poor pre.paration and support for
many of the children of the very poor as they struggle
to meet the demands of the ... school. " 42

41 catherine S. Chilman, Growing Up Poor (Washington, D. C.:
Welfare Administration Division of Research, U.S. Department of
Health, Education, and Welfare, 1966}, p. 25.
42

Ibid. , p. 45.
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Verbal Retardation

Disadvantaged children are verbally retarded.

This is

particularly important be.;ause verbal skills are vital to good school
1.

adjustment.

The general ability to manipulate symbols (that is,

verbal and reasoning abilities) has been found to be the major factor
in academic achievement throughout the school years. 43
and Allen

44

Ellsworth

follnd that children from the middle and upper socio-

economic grollps, ages three to eight, proved higher than those of
the lower-class groups in 217 of the 230 possible comparisons-notably in articlllation, grammatical complexity, vocabulary, and
length of sentence.
.
45
46
Bereiter, referring to the work of S1ller
and of McCarthy
stated:

43 n. E. Lavin, The Prediction of Academic Performance:
A Theoretical Analysis and Review of Research. (New York: Russell
Sage Follndation, 1965), 182 pp.
4 4Rllth Ellsworth and A. T. Allen, 11 Teachers Stlldy the Social
Edllcation of Urban Children, 11 Elem. Sch. J,, 64:420-6, May, 1964.
45

J. Siller, "Socio-economic Status and Conceptllal Thinking,"
J. Abn. and Soc. Psych., 55:365-371, 1957.
4 6D. McCarthy, Language Development of the Preschool Child
(Minneapolis: lnstitllte of Child Welfare, 1930).
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Disadvantaged children of pre-school age are
typically at least a year behind in language
development- -in vocabulary size, sentence
length, and grammatical structure. Indeed,
in practically every aspect of language development
that has been evaluated quantitatively, young
disadvantaged children have been found to function
at the .level of average children who are a year or
more younger. The other area in which
disadvantaged children seem to be especially.
retarded is 1·easoning ability or logical development.
Here, too, the retardation is typically a year or more. 47
Hence the disadvantaged child seems to lack most that which is of
most value in school success.

(The relationship between the

development of language and of reasoning ability and abstract thinking
is emphasized in the work of Luria 48 , Vygotsky 4 9 and others, as
discussed further on.)
Laban found in a longitudinal study of the development of
language of 338 children from all socio-economic levels that some
disadvantaged children not only enter Kindergarten with very low
verbal facility, but their rate of gain during the first four years of
school is only 35 per cent of the usual gain.

47

Bereiter,

~P·

ci!:, pp. 4-5, 20.

48

A. R. Luria, The Role of Speech in the Regulation of Normal
and Abnormal Behavior (New York: Liveright Publ. Co., 1961).
49

L. S. Vygotsky, Thought and Language (Cambridge, Mass.:
M. I. T. Press, 1962).
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While many children enter school with a wide
vocablllary and the ability to select the needed
words readily and order them into intelligible
llnits (sentences), the low grollp says less and
has more difficlllty saying it and less vocabulary
with which to express what it says. SO
A report of an Ohio State University project on language of
disadvantaged children states:
Some children may be marked by a severe kind
of verbal destitution beyond anything that we have
ordinarily identified as unreadiness. Some may
have full language development of a kind but not
the kind most valued by the school. Still others
may lack conceptualization or experience in the
areas we expect school beginners to know aboL1t
and may thus appear to be suffering from language
underdevelopment. 51
Many of the disadvantaged children of age. five or six have not
developed a vocabulary that includes the names of even simple objects
(table,
but;

.~at,

beca~.

clock) nor do they use connecting words such as and,
They speak only in single or disconnected words or

short phrases and sometimes in a peculiarity which Bereiter calls
"giant words," that is phrases used like words, but which the child

50 walter Loban, Language Ability in the Middle Grades of
Elementary School, (Berkeley: Univ. of Calif. Press, 1961}.

51 ohio State Univ., College of Educ., Center for Sch.
Experimentation, Developing the Language of Children from Poor
Backgrounds, Talent Development Project Bulletin No. 2. 1963.
9 PP· (Mimeographed).
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cannot take apart into words and reassemble, cannot transform into
questions or go from imperatives to declaratives.

Bereiter

describes this:
Instead of saying, ""He's a big dog," the deprived child
says, "He bih daw. 11 Instead of saying, "I ain't got no
juice, 11 he says, "Uai-ga-na-ju. 11 Instead of saying,
"That is a red truck," he says, "Da-re-truh. 11 Once
the listener has become accustomed to this style of
speech, he may begin to hear it as if all the sounds
were there, and may get the impression that he is
hearing articles when in fact there is only a pause
where the article should be. He may believe the child
is using words like it, is, if, in when in fact he is using
th<: same sound(" ihii) for all ;:;£them. (He has trouble
saying, "It is in the box.") If the problem were merely
one of faulty pronunciation, it would not be so seriolls._
B<lt it appears that the child's faulty pronunciation
arises from his inability to deal with sentences as
s<:quences of meaningful parts ... When he attempts to
repeat a fairly complex sentence ("His father said he
could have candy or a cookie") he will tend to give only
an approximate rendition of the over-all sound pattern;
leaving out the sounds in the middle, as is common with
people trying to reproduce a meaningless series ... The
culturally-deprived child resembles the culturallyprivileged child of a younger age in that he uses
11
reduced grammar, " but while the two- year-old uses
distinct words and is able to recombine them flexibly ...
disadvantaged children blend the words ... so that they
become fused into a whole ... This interferes with
vocabulary growth, for a new word is not reused in a
number of sentences but becomes fused in each case
with different noises and therefore becomes unrecognizable
as the same word ... The "giant word" syndrome helps to
explain the difficulties deprived children have in learning
to read, for in reading ... the word is the basic unit. 5Z

52B ere1ter,
.
op. cit., pp. 34-37ff.
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Basil Bernstein 53 analyzes the role cif langllage in the
development of the child's intellectllal, social, and affective aspects.
He indicates that lower-class families use a "restricted langu.age
code" {a system of speech in which the syntactic structQre and the
vocablllary are drawn from a narrow range of langllage possibilities)
while the middle-class {hence the schools) llSe an "elaborated code"
{where organizing elements are complex, there is little reliance on
extra-verbal communication, and the message mllst be given and
sought in the verbal material itself).

The restricted code makes llSe

of sllch extra-verbal communication as gestllres;
doesn't need mllch of this.

the elaborated code

So while school language may be a

continuous system used in the home of the middle-class child, it is
another important aspect of the dis continuousness of the school
atmosphere to the lower-class child, creating another hurdle for him
as he enters school and is expected to comprehend and respond to.
spoken, complex langllage and to begin to learn to read.
Bernstein also emphasizes that for the lower-class child
speech is mainly an instrument for maintenance of social

53 Basil Bernstein, "Linguistic Codes, Hesitation Phenomena,
and Intelligence," Language and Speech, 5:31-46, 1962. Also notes
taken at a lecture by Dr. Bernstein {Dept. of Child Development,
Institute of Education, Univ. of London, May, 1963).
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relationships, so that many of these children are strangely indifferent
to the content of verbal u.tterances while being acu.tely concerned with
the effect their u.tterances have on other people.
to become intent on

11

This leads children

reading" the teacher for clu.es to the desired

response and then giving the correct answer withou.t knowing what has
been said.

It also leads to the absence of talking to oneself, a

necessary phase of internalizing speech and of combining speech and
actions effectively.

Lu.ria54, and Vygotsky 55 have explained that a

necessary step toward dialectical reasoning is controlling one's
actions throu.gh one's own words.

This in essence is controlling

verbal behavior throu.gh an internal dialog by means of which one may
solve a problem, working a step at a time.

This is a u.se of langu.age

qu.ite different from its social uses, and the deficiency shows up in
the child's inability to u.se an if-then ru.le.

56

Son>e edu.cators have noted the positive aspects of langu.age
styles of slu.m adolescents.

Frank Reissman feels that disadvantaged

54L ur1a,
.
op. c1"t .
55 vygotsky, op. cit.
56

See also: Bereiter, op. cit., 38-9; Getzels, op. cit., p. 109;
S. Ervin and W. R. Miller, 11 Langu.age Development, 11 ~-;;:;]_ Yearbook of NSSE (Chicago: U. of Chicago Press, 1963), p. 137.
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youth, although they lack formal language, have latent language
creativity.
Nevertheless, these children have considerable
facility with informal or public language, and this is
expressed best in unstructured, spontaneous situations;
they verbalize more freely around action and things
they can see; they understand more language than they
speak; their non-verbal forms of expression are rnore
highly developed; and they often have imaginative
associations t.o words •.. We must aim to give them the
necessary linguistic techniques without having them
become word·· bound... The educational system should be
pluralistic enough and broad enough to find a place for a
variety of mental styles, 57
The importance of the discussion of language development for
the present study lies mainly in our understanding the probable level
of the child's speech at the time of school entry so that we may
evaluate his needs and his progress in this area.
1.

To summarize:

The deprived child is retarded a year or more,

typically, in vo.cabulary, grammatical structure, the
recognition of words as units and of sentences as groups
of words forming thought units, and in the use of
language conversationally.
2.

He is often more concerned with the social effects

..,;

of language than with the content of what is said.

57Frank Reissman, The Culturally Deprived Child (New York:
Harper Bros., 1962), pp. 76-80.
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3.

He _is often deficient in internalized speech, which

is important to the development of reasoning and for recall
of processes with a step-by-step set of instructions.
4.

He is usually a poor listener and is inaccurate in

repetition .of what he hears.
5.

His home language experience is different from that

which he meets quite suddenly at school.
familiar with the question-answer format.

He is not
He is not

used to paying attention to an adult talking to him over
a period of five or ten minutes.

In addition to all his other

adjustments, he is frustrated by the "new language" of the
teacher.

(It is almost as hard for the children whom we

think of as English-speaking as it is for the children who
hear no English in their homes. )
6.

These children come to school with retarded speech

and without the skills best suited to building adequate speech,
so that the gap between their language use and that of more
privileged children widens rapidly.
7.

Verbal skills are basic to academic success, which is

basic to adequate adjustment to our complex society.

51
8.

The period of preschool and the primary grades,

because of the developmental fluidity of the child, is
the critical period for establishment of language skills;

I.

Effect of Stimulation-Deprivation in Infancy on Later Learning

Children reared in a stimulation-poor environment seem to be
retarded in their ability to solve problems, to grow in verbal ability,
and to do abstract thinking.

Hunt qllDtes Piaget' s statement, "The

more a child has seen and heard, the more he wants to see and hear,"
and deplores the experiential deprivation of the slum child:
One of the most important features of lower-class
life in poverty- is crowding ... Although there is no
certainty of this, it is conceivable that being.a young
infant among a large number of people living within a
room may actually serve to provide such wide
variations of visual and auditory inputs that it would
facilitate development ... (But later on) parents are
preoccupied with the problems associated with their
poverty and their crowded living conditions, leaving
them little capacity to be concerned with what they
conceive to be the senseless questions of a prattling
infant. With things to play with and room to play in
highly limited, the circumstances ... offer ... little to
keep a two-year-old youngster developing at all, and
certainly not at an optimal rate and not in a direction
demanded for adaptation in a highly technological culture. 5 8

58 J .. McVicker Hunt, "The Psychological Basis for Using
Pre-School Enrichment, " Preschool Education Today (Fred M.
Hechinger, ed.) (Garden City, N.Y.: Doubleday, 1966), p. 55.
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While the over-crowded dwelling may be a noisy place, for
the child the noise is only a background circumstance, not
meaningful.

Deutsch says, "The situation is ideal for the child to

learn inattention,

11

which further limits incoming stimuli, so that the

child's level of responsiveness diminishes and thereby affects his
ability to adjust to the school's structured learning situatio.n.
Similarly, certain animal studies indicate that a lack of
varied stimulation during infancy affects both adult learning of the
individual and the development of areas of the central nervous
system.

According to Hunt's review of research in this field,

stimulus deprivation in infancy appears to hinder the ability to solve
problems and the ability to make rather complex hehavior adjustments
in later life. 59

Hebb (1949) 60 built neurophysiological theories of

thought which, according to Hunt, "have prompted most of the recent
investigations of the effect of early experience (primary learning) on
intelligence in adulthood.

11

5 9J. McVicker Hunt, Intelligence and Experience (New York:
Ronald Press, 1961), pp. 87-89.
60D. 0. Hebb, The Organization of Behavior (New York:
Wiley, 1949).
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In a recent study of children in an Iranian orphanage,
Dennis61 found that deprived children were even retarded physically.
When infants were confined to cribs in white rooms, given no "toys,
and handled very little, fifty-eight per cent of the one- and two-yearolds did not sit alone, only fifteen per cent of the three- and fouryear-olds walked alone, and the mental development of all the
children was far below normal levels for their age.

This retardation

is attributed to a severe lack of variety of stimulation and the absence
of opportunity to interact with the environment.
Furthermore, slum-rearid infants ha\e a limited amount of
exposure to visual stimulation (a variety of shapes, colors, textures,
or a variety of obje.cts) and little adult-child interaction of a teaching
quality.

This may explain the retardation so widely observed in

respect to the pre-reading skills of form discrimination and
visual-spacial organization.

Deutsch postulates that:

... The (visual-auditory) experience9 made available
to these children tend to have a poorer and less
systematic ordering of stimulation sequences, and
would thereby be less useful to the growth and
activation of cognitive potential.
This deprivation has effects on both the formal and
the contentual aspects of cognition. By "formal" is

61

--~

w. Dennis, "Causes of Retardation among Institutional
Children," J. Genetic Psych., 96:47, 59, 1960.
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meant. .. the behavior by which stimuli are perceived,
encouraged, and responded to. By "contentual" is
meant the actual content of the child's knowledge and
comprehension ... (The child would probably lack)
"Formal equipment" (such as) perceptual discrimination
skills, ·the ability to sustain attention, and the abiiity to
use adults as sour·ces of information and for satisfying
curiosity. Also included would be the establishment of
expectations of reward from the accumulation of
knowledge, from task completion, and from adult
reinforcement, and the ability to delay gratification.
(He would probably lack) ... "contentual equipment"
(such as) ... language-symbolic system, environmental
orientation, and concepts of comparability and relativity
appropriate to the child's age level. The growth of a
differentiated attitudinal set toward learning is probably
a resultant of the interaction between formal and
contentual levels. 6 2
·
Thus Hunt, Deutsch, and Ausubel63 indicate that stimulusdeprivation in slum infants is the probable cause for a lack of basic
language and cognition skills, lack of comprehension, lack of
knowledge, and lack of skills for acquiring learning.
A schematic representation of Dr. Deutsch's analysis is
presented in Appendix, Figure 5, page 144.

6 2Martin Deutsch, 11 The Disadvantaged Child in the Learning
Process," in Poverty in America, Louis Ferman, Joyce L. Kornbluh,
and Alan Haber, eds. (Ann Arbor, Michigan: University of Michigan
Press, 1965), p. 359.
63

navid p, Ausubel, 11 A Subsumption Theory of Meaningful
Verbal Material and Retention, 11 Journal of General Psychology,
66:213-224, 1962.
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Compensatory Intervention

Studies appear to indicate the value of intervention,

For

example, it seems to be possible to build a child's potential learning
level by providing a variety of stimuli, by providing a chance to
interact with and be encouraged by adults, and by providing an aid m
establishing within the child an image of himself as a person who can
be successful at learning,

Breakdown of the belief in the fixed IQ,

The idea that

intelligence is fixed by heredity and that little can be done to change
it has been one of the most strongly held by American psychologists,
Sir Francis Galton (1822-1911), following on the lines of natural
selection laid down by his cousin, Charles Darwin, built his case for
eugenics and collected anthropomorphic data in great quantity to
support his case;

A pupil of Galton, J, McKeen Cattell, brought

Galton's tests to America, and. because Cattell was an influential
teacher first at the University of Pennsylvania and later at Columbia
University, these ideas spread into the stream of American thought
between 1890 and 1914,

In addition to the influence of Cattell is that

of G, Stanley Hall, whose students became leaders of the new
psychology in America,

Hall instructed three of the most prominent

leaders of the new testing movement: Henry H, Goddard, F, Kuhlman,
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and Lewis Terman, all of whom had a firm belief in fixed intelligence
and accumulated a mass of material to support their belief.
Any studies made prior to World War II which questioned the
inflexibility of intelligence met with great resistance.

One of the

most notable of these studies was that published by Skeels and Dye
in 1939.

64

Fifteen infants ranging in age from one year and a half to

two years with very low I. Q. s were moved from an orphanage to an
institution for the feeble minded.

In this new environment they were

cared for, talked to, played with, "mothered" by adult feeble minded
inmates.

They received a greater variety of stimulation than they

had had in the orphanage.

When they were retested after two years in

the new environment, they showed a gain in I. Q. of from seven to
fifty-eight points.

Other children of slightly higher original I. Q. who

had remained in the orphanage showed a decrease of I. Q.
from eight to forty-five points.

r~nging

Skeel's follow-up studies, 6S twenty

years later, show that the majority of the subjects who spent several
years at the second institution and moved into foster homes had

64
H. M. Skeels and H. B. Dye, "A Study of the Effects of
Differential Stimulation on Mentally Retarded Children," Proceedings
American Association on Mental Deficiency, 44:114-136, 1939.
6

~arold

M. Skeels, "Adult Status of Children with Contrasting
Early Life Experiences," Monographs of the Society for Research in
Child Development, 31 (3}: 1-65, 1966.
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maintained themselves effectively as adults, with jobs, homes, and
families.

But those who remained in the orphat'lage, although of

higher I. Q. originally, were not able to live without institutional
support. 6 6
Hunt feels that
the difference between the culturally deprived and
the culturally privileged is, for children, analogous
to the difference between cage-reared and pet-reared
rats and dogs
and cites the work of Thompson and Heron (1954) 67 showing lasting
effects of early varied experience on the ability of adult dogs to
perform in problem-solving tests.

Cage-reared pups (restricted

variety of stimulation), although subsequently kept as pets, responded
less adequately than pups who had been pet-reared from the start
(variety of stimulation in early life). It would be expected, Hunt
feels, that in higher animals with more complex systems within the
brain, early experience would be greater in its influence on an

66J, McVicker Hunt, Intelligence and Experience (New York:
Ronald Press, 1961), pp. 31-3. Citation of material from Skeels and
Dye, op. cit.
67 w. R. Thompson and W. Heron, "The Effects of Restricting
Early Experience on the Problem-solving Capacity of Dogs,"
Canadian J. Psychol., 1954. Cited by Hunt.
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adult's ability to think.

Controlled experiments on infants, howeve·r,

have not been made. 68

Importance of Early Inter·vention

Some investigators stress that it is not only necessary to
provide stimulation for the growing individual, but that the stimulation
must come at an optimum time or within ce.rtain limits if it is to have
the greatest effect.

Seemingly the crucial time for humans is before

the age of four.
Dr. Benjamin S. Bloom compiled data from a number of
longitudinal studies that have been carried out· over the past fifty
yea.r s into this table:

AGE AT WHICH HALF THE TOTAL GROWTH THAT
WILL OCCUR BY AGES 18-ZO HAS TAKEN PLACE
Height

age 2-1/2

General intelligence

age 4

Aggressiveness in males

age 3

Dependence in females

age 4

General school achievement

grade 3 69

68 H
69

' , p. 103 .
un t , op. c1t.

Benjamin S. Bloom, op. cit., p. 205.

'· .
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Dr. Chilman felt that Bloom's conclusions were of prime
·importance.
Bloom hypothesizes that a characteristic can be more.
drastically affected by the environment in its most rapid
period of growth than in its least rapid period of
growth ... variations in the environment could have no
further effect on the characteristic once the characteristic
has reached its complete development (height at age 20 ...
IQ at about 20, etc.). Similarly, in a period of little
development of a characteristic, the variations in the
environment could have little effect on the characteristic. 70
There have been numerous animal studies which produced data
to show that a particular function was most .subject to changes imposed
on it during its period of initial or most rapid development.

Scott

gives a summary of research studie& on critical periods in behavior
development, most of which deal with animal subjects:
The concept of a turning point applies equally. well to
most examples of critical periods for learning ... the
human infant can learn either sex role up to a certain
age, but once he has learned one or the other, changing
over becomes increasingly difficult. What is learned
at particular points limits and interferes with subsequent
learning, and Schrieirla and Rosenblatt I I have suggested
that there are critical stages of learning--that what has
been learned at a particular time in development may be
critical for whatever follows ...

7 °Chilman, op. cit., pp. 51-2.
71

J. C. Schneirla and J. S. Rosenblatt, "Behavioral

Organization and Genesis of the Social Bond in Insects and Mammals, 11
Amer. J. Orthopsych., 31:223, 1960.
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Both growth and behavioral differentiation are
based on organizing processes. This sllggests a
general principle of organization: that once a system
becomes organized, whether it is the cells of the
embryo that are mllltiplying and differentiating or
the behavior patterns of a yollng animal that are
becoming organized throllgh learning, it becomes
increasingly more difficwt to reorganize the system.
This is, ORGANIZATION INHIBITS REORGANIZATION. 72
Mllch hllm;in development is seqllential in natllre, characteristics being bllilt on earlier ones that are similar or associated.
Chilman calls attention to Hebb' s animal experiments

73

, to

presentations of Piaget 74 , Gesen 75 , Havighllrst 7 6, Brllner 77 and
Hllnt 78 , and to Erikson's

formlllation of personality development. 7 9

72 J. P. Scott, "Critical Periods in Behavior Development,
Scienc:e, 138:956-7, 1962.
73

11

H:ebb, op. cit.

74

Jean Piaget, The Moral J<1dgment of the Child (New York:
Harcollrt Brace, 1932).
75

Arnold Gesell, The Embryology of Behavior (New York:
Harper and Bros., 1945).
76

R. J. Havighllrst, "Cllltllre and the I. Q.,
Review, 57:187-189, 1949).

11

Scholastic

77 J. S. Brllner, 11 Cognitive Conseqllences of Early Sensory
Deprivation, " in P. Solomon, ed., Sensory Deprivation (Cambridge,
Mass.: Harvard University Press, 1961), pp. 195-207.
78
7

J. McVicker

Hllnt, Intelligence and Experience, op. cit.

9Erik H. Erikson, Childhood and Society, Second Edition,
(New York: W. W. Norton and Company, 1964).
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She also cites Bernstein, 80 "and others point up the crucial nature
of early verbal learning and its cumulative impact on other learning
skills. 1181
A review of the literature, therefore, points up the following(,,
as having direct relevance to the educational rationale behind the
Head Start programs: Both the matter of sequential development and
that of 11 critical periods" (much of which is yet to be substantiated by
research with hLlman beings) give rise to the conviction (a) that
learning is most effective if given at the time of earliest'and most
rapid growth;

(b) that delay may result in passing the critical period

so that if learning takes place later it may have inadequate
effectiveness;

and (c) that it is easier to learn something new than

to eradicate one set of learnings and put others in their place.
The critical pe'riod for intellectual development in humans
appears to be a' great deal longer than in other animals and probably
is subject to much individual variation; but most authorities seem to
set the period up to five years of age as critical.

80

-~

Basil Bernstein, "Social Class and Linguistic Development,
A Theory of Social Learning, 11 in Education, Economy, and Society,
A. H. Halsey, Jean Flowd, and C. A. Anderson, eds. (New York:
The Free Press of Glencoe, 1961), pp. 288-314.
81

chilman, op. cit., p. 53.
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Martin Deutsch, P-rofessor of Psychiatry at New York
Medical College, and Director of the Institute for Developmental
Studies (which has been conducting an experimental nursery school
program for children froin New York tenement districts for about
five years) points out:
Since othe bulk of the literature in this field is on
animals, generalizations must be carefully confined.
But seemingly, as one ascends the phylogenetic scale,
there are greater ranges of time during which the
oorganism has high levels of plasticity and receptivity.
There is insufficient data to hypothesize a most critical
period for learning in the human child, and there are
probably different critical or optimal periods for
different fLmctions. However, at about age three or
four there is a period which would roughly coincide with
what Piaget calls the "preoperational stage." It is then
that the child is going through the later stages of early
socialization, that he is required to focus his attention
and to monitor auditory and visual stimuli, and that he
learns through language to handle simple symbolic
representation. It is at this time, this three- to fouryear-old level, that organized and systematic stimulation
through a structured and articulated learning program
might most successfully prepare a child for the formal
and demanding structure of the school. .• Most important,
there is considerably less that has to be compensated for
at this age than when the child gets to the first grade. 82

82 Martin Deutsch, "Early Social Environment: Its Influence
on School Adaptation, 11 in The School Drop Out, Daniel Schreiber, ed.
(Washington, D. C.: National Education Association, 1964),
pp. 89-100.
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Studies Evaluating Compensatory Preschools

In the 1950s and 1960s a variety of compensatory pi·eschool
programs have been established, and numerous evaluative studies
are being published.

Some of those pertinent to this study were

reviewed by D. Keith Osborn,

83

who stated:

The four major philosophical gains which can be
seen as a result of Head Start are: (1) renewed interest
in early childhood education, (2) development of the
concept of the Child Development Center, (3) the·
improvement of the teacher to pupil ratio, and
(4) attitudinal changes on the part of teachers and.·
parents. While these gains cannot be measured via
statistics, their significance will become increasingly
apparent with the passage of time.

v/

Osborn cites a· study in Texas by John Pierce-Jones 84 in which
it is reported that "first-grade teachers found Head :Start children

more proficient in learning, more intellectually curious, and better
adjusted to the classrooms than non-Head Start children.

11

83 D. Keith Osborn, "Some Gains from the Head Start
Experience, 11 Childhood Education, 44:8-11, Sept., 1967.
84

John Pierce-Jones, et. al., "Prog.yess Report on Project
Head Start, Contract 50 8, 11 Unpublished document dated 1- 15-6 6,
prepared for the 0. E. 0. Quoted by Osborn (ibid.).
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He cites another study 85 (made by L. Eisenberg, Johns
Hopkins University) where Head Start children gained approximately
31 to 40 points on the Peabody Picture Vocabulary Test as compared
to non-Head Starters.
According to Osborn's report,

11

The Staten Island Mental

Health Society administered the Ammons Full Scale Picture
Vocabulary Test and found that children achieved a gain of fourteen
months over the summer period.

11

Susan Gray and Rupert Klaus report-that with their project
for culturally deprived preschoolers in Tennessee condu"ted during
a summer arid supplemented by weekly home visits during the
following year,
continued tests of intelligence and language indicate
that just prior to school entrance the. experimental
group showed significant gains((. 01) while both a
local and non-local control group showed losses. 86
Dr. Eveline Omwake of the Department of Child Development
of Connecticut College, reported in April, 1966, that altho ugh

85 L. Eisenberg, 11 Progress Report No. 3, Contract 510, 11
Unpublished document (no date) prepared for the 0. E. 0. Quoted
by Osborn (ib~<!: ).
86

Susan w. Gray and Rupert A. Klaus, "An Experimental
Preschool Program for Cultt.ually Deprived Children, 11 Child
Development, 36: 887-98, 1965.
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teachers reported that children from Head Start programs seemed
more ready for school, good factrral assessments of the impact of
Head Start had not yet been made. 87
Research reports made so far seem to indicate that most of
the gains made by children who attended Head Start programs are
not easily measrrred statistically, brrt there is definite indication that
the significance of the enrichment will become increasingly apparent
with the passage of time.

7

87

Eveline Om wake, "Has Head Start Made a Difference?"
Childhood Edrrc., 42:479-80, 1966.

-~·

66
III.

CHAPTER SUMMARY

Nursery schools and kindergartens have been conducte.d for
over one hundred years, but only since 1955 have there been
preschools especially planned to provide compensatory education for
·deprived children.

Most widespread of these preschools were those

of Project Head Start, organized throughout the United States in 1965.
The effects of economic and cultural deprivation· on the school
success of children has been observed at least since 1930, but
compensatory education projects have been developed only since
World War II.

Research is now being carried on in· the area of the

sociological aspects of child development and behavior, and attempts
are being made to assess the effects of child-rearing practices;

of

the effect on a lower-class child of attending a school with a
middle-class value system; and of the relationship of the child's
development to relationships within the family, school, and community.
Many of the very poor children seem to be oriented toward an
anticipation of failure and a distrust of the schools.

They are

constricted in experience, have reliance on a physical rather than a
verbal style, have a preference for concrete rather than abstract
thinking, a tendency toward magical rather than scientific thinking,
have a reliance on personal attributes rather than on skill or training.
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They are poorly prepared to achieve in school, and tend to fall
further and further behind, to experience repeated·failure.

By

junior high school, pupils from disadvantaged areas are generally
about four years below grade level.

The greatest percentage of the

seven and a half million adolescents who drop out of school each year
come from this group.
Disadvantaged children are usually verbally retarded and
lack the ability to manipulate symbols and to do adequate abstract
thinking.

At school entry the deprived child is typically a year or

more behind in vocabulary, grammatical structure, the recognition
of words as units and of sentences as groups of words forming
thought units, and in the use of language conversationally.

He is

deficient in internal, ego- centric speech, which has been shown to be
important to the development of reasoning.
is inaccurate in repetition of what he hears.
skills.

He is a poor listener and
He lacks cognition

One of the basic causes for these deficiencies is thought by a

number of investigators to be stimulus deprivation during infancy and
early childhood.
There appears to be hope for successfully compensating for
these deficiencies through the early introduction of varied, meaningful
stimulation together with adult guidance and encouragement.

There

appears to be an optimum time for the introduction of compensatory
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education, namely before the age of seven or eight.

This coincides

with the findings of biological investigators that changes in a
developing stn1cture are most effectively made when that structure
is in its period of greatest growth (hence, for the human being during
the period of infancy and early childhood);

and, that what is learned

by an organism will interfere with subsequent learning so that
original learning is more effective than re-learning.
Contrary to the established belief in the "fixed IQ," it is
apparently possible through compensatory education at an early age
to raise an individual's potential intelligence.

A number of

investigations are currently being made in the area of compensatory
education, and a great variety of data will no doubt be available during
the next few years.

CHAPTER III
METHODS AND MATERIALS USED
AND GROUPS STUDIED

The study- being reported was an attempt to compare the
kindergarten adjustment of a sample of children who had attended
Project Head Start HS 1509 with a similar group who had not had a
pre-kindergarten experience.
The study was a search for answers to the questions:
1.

Would an eight-week "crash program" prior to
school entry show any change in the Head Start
children when these children entered regc1lar
kindergarten classes?

2.

If they did make a better start than their
classmates, would the advantage be observable
at the end of the kindergarten year?

I.

POPULATION

All children in the study lived in those parts of San Joaquin
County, California, which were shown by the 1960 United States
Census to have a high percentage of families with low income, low
educational level, high unemployment. 1

All attended regular

kindergarten classes in the public school districts in which they lived.

1

.

F1gure 3, page 133.
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~xperi.mental

Group

During the summer of 1965 the national testing staff of
Project Head Start instructed the staff of each center to administer a
series of tests and inventories to every third child on the cer..ter's
attendance record.

In addition to this, the national testing staff

designated one school in each area as a sample school and all
children in that school were tested.

Staff members of Project

HS 1509 tested 165 children, and the original pla.n for this study was
to use these 165 children as the experimental group.

However, it

was necessary to limit the geographical area of the study, due to tl1e
limits of supervisional time.

Reduction of the experimental group.

Because of the need to

reduce the geographical area, children attending kindergarten in
schools in the extreme eastern part of the Stockton Unified School
District (Elmwood and Roosevelt Schools), schools in Tracy,
California, and schools in Escalon, California, were dropped.
Forty-five potential subjects were lost in this way.
Another twenty children were lost to the study because they
did not enroll in p<tblic school kindergarten classes in Stockton, Lodi,
or Woodbridge.
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Two children were not inclllded becallse they were not
representative and it wollld not have been possi!:>le to match them
with control sllbjects.

One lived in the area served and was a ·Negro

child, bllt his father was an interne at San Joaqllin Collnty Hospital
and his mother had had a college education.

The other was a girl

with blind parents who had previously attended a nursery school.

Retention of children who moved_ during the year.

If a child

moved to another school within the school districts involved in this
study, an attempt was made to keep him in the study, despite the
fact that changing schools may have influenced his behavior.

To drop

all the children who change schools in this highly mobile population
was to risk having too small a sample for results to ,be meaningful.

Composition of the experimental group.

The experimental

group was composed of one hundred and three children who were
within the random sample of Head Start children who were tested by
the staff of HS 1509 during the summer of 1965 and who attended
public school kindergarten classes in Stockton, Lodi, or Woodbridge,
California.

Criteria by which all He2.d Start children were selected

have been described on page 20 of this report.
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Control Group

Children of the control group lived in the same neighborhoods
and attended the same kindergarten classes as the children of the
experimental group.

It was not possible to set up the control group

at the same time as the experimental group because the names of
children who will attend kindergarten in a particular school are
frequently not known before the first week of the new term.

The

children making up the control group, however, would have been
eligible for Project Head Start programs.

Principals who had

selected the children for the Head Start programs were asked to
select children for the control group according to the same criteria
used for Head Start admission 2 and to make their selection as soon
as kindergarten classes were made up.
Whenever a child of the experimental group was enrolled in a
school outs.ide the original study area but within the school districts
involved he was kept in the study, but a member of the kindergarten
of the area of origin was used as a control, as some of the children
moved into predominantly middle-class school areas.

2 cf. ante, p. 20.
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Compa::ison of Groups

The proportion of boys and girls was approximately the same
in the two groups.

Each group had fifteen more boys than girls.

Experimental group:

59 boys

44 girls

Control group:

67 boys

52 girls

At the beginning of the study there were 105 in the
experimental group and 119 in the control group.

The control

group began with a slightly larger number to allow for loss due to
moving away or incomplete data.
Table XI on page 136

gives the distribution of the

experimental and control chi1dren among the cooperating schools.

II.

INSTRUMENTS

Each child in the study was given the following at the
beginning and again at the end of the kindergarten year:
1.
2.
3.
4.

Caldwell Preschool Inventory
Goodenough Draw-a-Man Test
Zigler Operation Head_Start Behavior Inventory
Teacher's Comment on Child's Adjustment
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Caldwell Preschool Inventory

This nine-page booklet was constructed by Bettye M. Caldwell,
Ph. D., and was issued through the Office of Economic Opportunity
as CAP-HS Form 42-Jun 65;

Budget Bureau No. 116-6504.

It was

designed to be used in a one-to-one relationship between the child and
the tester.

No time limits were given, but it generally required

about a half-hour to administer.

With reticent children it often .took

considerably longer or had to be divided into two or three testing
sessions.

In consideration of testing time, the item requiring the

drawing of a person (Item 3) was generally done by the child in the
classroom with the teacher at a time other than the testing time.
The author describes the test:
This inventory is designed to find out whether
the child has acquired certain skills that are ordinarily
observable in children by the time they are five or six
years of age. It is not a test of intelligence. The
items represent a sample of some familiar types of
material that are included in the kindergarten curriculum.
This test requires minimal familiarity with procedures
used in standardized testing and can be easily
administered by the teacher, teacher-aide, or trained
volunteer. The scoring system has been arranged so the
barest minimum of interpretation is required; for most
items the child's responses can be assigned to a
response category with no difficulty. As a guiding
principle, the tester should remember that this Inventory
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is intended to show which concepts the child has and
which ones he lacks so that the Head Start summer
enrichment program can begin to remedy the
deficits ... Since there are no time limits on this
test, it is up to the individual examiner to decide
how long to work with each child.
Although the author claims that the Inventory "can be easily
administered by teacher, teacher's aide, or trained volunteer" and
that in scoring

11

the barest minimum of interpretation is required,

11

there is considerable question as to the validity of these claims.
The following difficulties, which probably affect the results, were
encountered:

Use '?_f_._many testers ~ith varied compet_~·

The pre-tests

-

of the experimental group were given during the summer in Head
Start centers.

The teachers were generally familiar with the

procedures for giving standardized tests, but frequently· their aides
gave the tests, and there may well have been a tendency to
over-pron1pt the child or to "pad" his answer.

Similarly there may

very will have been a difference of approach between the more
experienced and less experienced volunteers who gave the pre-tests
for the control group and the post-tests for both groLlps.
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The volunteers who tested the control group in October and.
November were all experienced with small children and comfortable
in talking with them.

In two schools the principals and in one.

school a teacher volunteered to test control children.

In addition

there were eleven volunteers who had been teachers, two who were
former nurses, ten had been teacher-aides in a parent-cooperative
nursery school for a year or longer, and all had children of their
own.

In the training sessions they were urged to establish rapport

with the child, to give him ample encouragement to answer but not
to coach him or "pad" his answers in any way.

In the interest of

consistent scoring, the volunteers were told that if they had any
doubt as to how to score the answer given to write down exactly·
what the child said and not to attempt to evaluate it.
When all two hundred children were re-tested in May, 1966,
it required over one hundred testing hours.

No teachers or

principals were available to do. testing, and only fifteen of the
previous group of volunteers were available.

However, forty

college students, ten housewives, and former teachers and nurses
volunteered and were trained to administer the tests.

Variation in

testin~onditions.

Many schools are crowded.

Space in which to test is not readily available, and the lack of good
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testing conditions may have affected test results.

Interviews were

conducted in the following variety of places: bookrooms, storage
rooms, empty classrooms, cafeterias, rear of an auditorium; stage
J

of an auditorium, principal's office, health rooms, dead-end of a
corridor, alcove of a kindergarten while class was in session in the
main room;

under a tree in a quiet corner of the school yard,

and

in the tester's car.

Need for interpretation of some test items.
items in the inventory require interpretation.
for the children in this target area.

Some of the

Some are not valid

To avoid p_rejudicial treatment

of data, a scoring _scheme was evolved in which some of the iten<s
were dropped and others were assigned new values.- The revised
scoring will be_ fully described in the chapter on results.

Goodenough Draw-a-Man Test

This test appears in the Caldwell Preschool Inventory as
Item Number 3.
Drawings were scored according to the Goodenough Scale 3
rather than by the more sophisticated recently-developed

3

.

Florence L. GoodenoLtgh, Measurements of Intelligence by
Drawings (New York: Harcourt Brace and World, Inc., 192.6), xi+ 177 pp.
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Harris-Goodenough Scales, 4 as the testing conditions were
considered. to be lacking in the precision expected for use of the
more elaborate scoring method.
Testing conditions which varied greatly from school to school
at the time of pre-testing were somewhat more uniform in May, but
still were not completely consistent.
used.

Various sizes of paper were

Some drawings were made with crayon (as directed in the

~chool

Inventory, Item 3}, some with a pencil, and some with a

variety of crayons.

Some of the subjects made their drawings

under test conditions, some alone in the classroom, some as an
activity: of a numbe·r of children in the kindergarten.

This range of

conditions made the reliability of the scores questionable.

Zigler Operation Head Start Behavior Inventory

This behavior rating scale was constructed by Edward Zigler,
Ph. D., and issued through the Office of Educational Opportunity as
CAP-HS Form 37, JUN. '65;

Budget Bureau No. 116-6504.

This instrument is in the form of a check-sheet with fifty
items, each of which is to be marked by the child's teacher with one

Dale B. Harris, C~~~dren 1 s Drawings as Measures of
Intel~ectual Maturity--A Revision and Extension of the Goodenouah
Draw-a-:tvlan Test (New York: Harcourt. Brace, and World, Inc.,
4

1963)-.- - - - - -
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of four responses: Very Much Like;/ Somewhat Lik":_/ Very Little
Like/ Not At all Like.

5

Printed instructions to the teacher state:

"Please give a response to every item and base your response upon
your personal observation and experience with the child.

11

Each child was rated by his teacher as of the first month of
school (the Pre-Test), and again in the last month of the kindergarten
year (the Post-Test).

Some of the teachers knew which children

were from the Head Start program and which were not, but in most
cases they did'not know, as evidenced by their questions to us
("Did B_._ K"_ __ have Head Start or not?

11 )

Grouping: of Negative- Positive Items

In the. Behavior Inventory some statements are made positively
(sample:

No. 11: "Is methodical and careful in the tasks he

undertakes"}, while other statements are made negatively: (sample:
No. 17: "Seems disinterested in the general quality of his performance").

In tabulating the data, the positive statements were grouped

separately from the negative ones, and values assigned were
reversed.

5

Hence, for No. 11, Very Much Like was given 4 points;

Cf. Appendix for copy of Behavior Inventory.
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Somewhat Like 3 points;

Very Little Like 2 points; Not At all Like

Such negative items as No. 17 were then scored 1, 2, 3;4,

1 point.

respectively.
The teachers marked all fifty items, but in scoring, items
No. 29 and No. 44 were dropped because it was unclear whether the
weighting should be positive (4, 3,2, 1) or negative (1, 2, 3,4).

This

will be discussed more fully in the section on scoring in Chapter IV.

Kindergarten Teacher's Comment on Child's Adjustment

In order to provide an open-ended instrument on which
teachers 'could make an informal, unstructured comment about the
child's adjustment at the same time as the pre-tests and post-tests
were made, a plain sheet of paper with the following heading was
sent out:
HEAD START STUDY
KINDERGARTEN TEACHER'S COMMENTS
ON CHILD'S ADJUSTMENT
Child:

------------------ Teacher----------- School
Date

~-----

------

(Please make a brief comment on how the child has reacted so far
this year to the kindergarten program, to you, to other children, to
himself; or comment on whatever you feel was important to an
understanding of this child and his adjustment. If you feel that
certain things were very important, please underline them.)

81
This was the instrument that often n>ade the child's rating
scale "come alive," but it was not easy to arrive at any suitable
quantitative evaluations of these comments.

III.

PREPARATION FOR AND CONDUCT OF THE STUDY

Permission to conduct a study·with children attending kindergarten in the Stockton Unified School District was granted by
Mr. Donald Sheldon, Superintendent of the Stockton Unified School
District, and similar permission was granted by Dr. Gaylord Nelson,
County S_uperintendent, for a study of children in other schools
within San Joaquin County.
Also, permission to use Project Head Start testing materials
·was obtained and inventory forms were supplied by the Office of
Economic Opportunity.
In the week prior to the opening of school in September, 1965,
a letter from Mr. Jeff West, Assistant Superintendent, Stockton
Schools, was sent to each principal of a school within his district
that was involved in the study, explaining the study and requesting
full cooperation.

Mr. J. Hamilton Hodgson, Associate Superinten-

dent, San JoaqL1in County Schools, sent a similar letter to principals
of County schools.
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Principals were visited and the study explained.

Arrange-

ments were discussed for the selection of the control group, for
briefing of kindergarten teachers, for the testing individL1ally of the
children in the control group; and for the handling of test packets
and check- sheets.

Each kindergarten teacher was contacted and

qL1estions answered.

Some group meetings of teachers were held.

The secretary of each school was contacted by telephone to
check the accuracy of the data on each child: his name, birthdate,
address, his teacher's name and room number, and whether he
attended the morning or the afternoon kindergarten.

Where

children were not enrolled where they were expected to be, the
files of the Central Attendance Office of the Stockton Schools were
searched in an attempt to locate them.
During the week following the selection of the control group,
each teacher was sent a packet containing
1.
2.
3.
4.
5.

a list of children in the study;
an explanatory letter;
one copy for each child of Dr. Zigler's Operation
Head Start Behavior Inventory;
one copy for each child of Kindergarten Teacher's
Comment on Child's Adjustment;
a large envelope in which to return the completed
forms via inter- school mail service.

In April, 1966, plans were made with teachers and principals
for re-testing andre-rating of all children during the final six weeks

/
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of the school year.
sent out.

A second batch of forms and instructions were

Test packets, schedules, space arrangements, etc. ,

were made for giving the Caldwell Preschool Inventory to each child
during that time.

IV.

SUMMARY

The experimental group for this study consisted of !OS
children who had attended Project Head Start in the summer prior to
their enrollment in kindergarten and who were in the group· randomly
selected by the national testing staff of Project Head Start.

They

had been given the Caldwell Pre school Inventory during the Head
Start program, and their scores on this test were used as the
pre-test with this instrumenL. The only tested children who were
dropped from this study were those who did not attend school at the
cooperating schools, plus two children who were dropped because
they were from a background not typical of the area.
The control group was made up of 119 children who attended
the same kindergartens, came from homes similar to those of the
children in the experimental group, but had not had a preschool
experience.

Selection was made by school principals after classes
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were made up, using the same selection criteria they had used to
select children for Head Start attendance.
Each child was given each of the following instruments dLtring
the first six weeks of the term and again during the last six weeks- of
the school year:
Caldwell Preschool Inventory
Goodenough Draw-a-Man Test
-Zigler Operation Head Start Behavior Inventory
Kindergarten Teacher's Comments on Child's Adjustment

CHAPTER IV
RESULTS

Information for this study was gathered with a variety ·of
formal and informal instr-uments.

There were two individually-

administered tests, a pupil behavior rating scale, and teacher
comments on the children's behavior.

The tests were:

the

Caldwell Preschool Inventory and the _Qoodenough Draw-a-Man Test.
The pupil behavior rating scale was the Zigler Operation Head Start
Behavior Inventory.

Teacher comments were made informally on a

sheet headed Kindergarten Teacher's Comments on Child's
;:">-djustm~.

Each of these instruments was given at the beginning

and again at the end of the kindergarten year, and are more fully
described in the section on procedures. 1

I.

CALDWELL PRESCHOOL INVENTORY

Scoring

Scoring of the test was done at first according to the author's
di1·ections.

It was found, however, that some of the items were

1cf. ante., pp. 73-81.
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inappropriate for tl1is group of children and some were ambiguous.
With a large group of inexperienced testers, it ·was hard to maintain
consistent scoring on some items.
Before setting up a new scoring scheme an attempt was made
to contact Project Head Start's research staff for guidance and for
further information on standardizations.

After much delay the reply

indicated .that no standardizations existed and no guidance was
fo-rthcoming.

It was therefore decided to score all tests by a

simplified method, as given on the following· page.

Pre-Te9t Results

Members of the Center staff, teachers and aides, tested. the
experimental group children from the fifth to the eighth week of the
Head Start program.

As the control group could not be made up at

that time, these children were tested about six or eight weeks after
the kindergarten year began.
To adjust for this difference in timing, an age-matched
sub-group was formed in which only the scores of the children who
were between the ages of four years and eleven months and five years
and seven months at the time of pre-tests were compared.

The age

distributions of the experimental and control groups at the time of the
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Modified Scoring Scheme
One Point for each correct answer with the following exceptions:
Items

9, 10

Naming children in the class
One point for 4 or more names
No credit for fewer than 4 names

11-20

Parts of the body

52-55

Shapes

92-99

Colors
One point for pointing or showing silently
Two points for saying the name

36

Counting
One point for counting correctly to 5
No credit for less than 5

91

Foods
One point for 1 to 3 items
Two points for 4 to 6 items
Three points for 7 to 9 items
Four points for 10 or more items

1.11-123

Time, Weather, Places

135-142

What people do
One point for any reasonaqle answer

Omitted
Items
3

48-51

Drawing of a person: This has been treated as a
separate instrument, using tho Goodenough Scale
Train information: Children in part of the area
would not be expected to be familiar with trains

Possible Score:

197 points
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pre-test are shown in Figure 1, page 89, with the span of the
age-matched sub-group indicated.

Pre-test data are given for the

total groups and for the age-matched sub-groups in Table I.

TABLE I
CALDWELL PRESCHOOL INVENTORY PRE-TEST SCORES
FOR EXPERIMENTAL AND CONTROL TOTAL GROUPS
AND AGE-MATCHED SUB-GROUPS

N

Range of Scores

Median
Scores

Total Groups
Experimental

88 to 180 =

91 pts.

145

99

59 tcy 180 = 121 pts.

142

Experimental

39

89 to 180 =

91 pts.

142

Control

41

59 to 180 = 121 pts.

147

Control

100

Age-Matched Sub-Groups

It will be seen from the data in Table I that both the total

groups and the sub-groups were of approximately the same size.
Median scores showed only small differences, with the total
experimental group slightly higher, but with the control age-matched
group reversing this difference.

At the beginning of the study,
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therefore, both groups appeared similar in regard to the Caldwell
Preschool Inve:1tory.

Post-Test Results

All the children were individually tested during the same
period of time, May and June, 1966, by volunteers trained briefly to
administer the test.

All tests were scored by the same method as

used for the pre-tests.

The following table gives the results of the

post-tests:

TABLE II
CALDWELL PRESCHOOL INVENTORY POST-TEST SCORES
FOR EXPERIMENTAL AND CONTROL TOTAL GROUPS
AND AGE-MATCHED SUB-GROUPS
Median
Scores

Gain

= 7 5 pts.

172

27

96 to 189

= 93

pts.

163

11

132 to 189

= 57

pts.

178

36

96 to 189 = 93 pts.

158

11

N

Range of Scores

Experimental

87

114 to 189

Control

84

Experimental

39

Control

41

Total Groups

Age-Matched Sub-Groups
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It will be noted from tbe data in Table II that the whole
experimental group made a better gain, 27 points, than the whole
control group, 11 points, and that when only the children who inatcbed
in age at tbe time of pre-testing were considered, the experimental
group made an even better showing, 36 points as against 11 points.
-

Figure 2, page 92, presents the gains made from pre- to

post-testi~g for the total groups, experimental and control.

It will

be seen that although not dramatic the trend favors the experimental
group to a small degree·.

II.

DRAW-A-MAN TEST

Scoring

Item 3 of the Caldwell Preschool Inventory reads:
Give the cbild a sheet of plain white paper and a
crayon and say, "Draw me a picture of a man .•.
a wbole man, not just part of a man." Then do tbe
same with "Now draw a picture of a woman ...
a wbole woman, not just part of a woman."
No additional directions are given in tbe autbor' s manual.
Because this item was time-consuming, the testers were

instructed to wait until the end of the session and, if tbe time was
sbort or the child was tired, to ask the teacher to have the child make
the drawing later in the kindergarten.

Those children who had been
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Figure 2. Gain scores, pre-test to post-test, for total experimental
and oontrol gropps on the Caldwell Pre-School Inventory,

•
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tested by Head Start staff members had to make fresh drawings at the
time the control groLlp was pre-tested, as the original drawings had
been sent away with the test scores.

In most instances the kinder-

garten teacher would have all the children draw a man and a woman
and drawings could be pulled from the batch as needed and scored by
the Goodenough scale. 2
The testing conditions turned out to be so uncontrolled that it
was doubtful if the results _would be at all r<;liable, but a drawing of a
man was scored for each child in October and another in May.
data which was ·compiled is presented in Table III.

The

Although the ratio

labeled "IQ" is not comparable to the conventional IQ obtained under
good conditions by a good tester, the ratio was a ·usable figure for
making comparison between our two groups of children.

TABLE_ III
DRAW-A-MAN TEST RESULTS SHOWING IQ POINTS LOST
OR GAINED BETWEEN PRE-TEST AND POST-TEST

N
Experimental
Group
60
Control
Group

67

-33to+45=

IQ
Loss

IQ
Gain

+5

19
Cases

38
Cases

3
Cases

-1

35
Cases

28
Cases

4
Cases

Median
Change

IQ Range

78

-47 to +52= 100

No
Change

2Florence L. Goodenough, Measurements of Intelligence by
Drawings (New York: Harcourt Brace and World, 1926), xi+ 177 pp.
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It will be seen from the far too many greater-than-chance IQ

changes that the testing conditions were too irregular for reliability.
The fluctuations are so great that the Draw-A-Man test is worthless
as a guage of the children's rna turity.
1

III.

ZIGLER'S OPERATION HEAD START BEHAVIOR INVENTORY

Of the fifty items on the Behavior Inventory, twenty-four were
positively stated, twenty-four negatively stated, and two could not be
classified as to desirability-undesirability of the described behavior
in terms of school adjustment.
When it was judged that a rating of "Very Much Like"
indicated a positive quality in te.rms of kindergarten adjustment or in
terms of a well-adjusted five-year-old child, it was weighted as 4
points.

But when "Very Much Like" indicated a negative or

lack-of-adjustment quality, it was weighted as 1 point and
"Not at All Like" as 4 points.

For example:
Very
Much
Like

No. 2. Is sympathetic, considerate,
thoughtful toward others
BUT:
No. 26. Is often quarrelsome with
classmates for minor reasons

Sonle- Very
what
Little
Like
Like

Not
At All
Like

4

3

2

1

1

2

3

4
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Items No. 29 and No, 44 were not used as there was
insufficient da.ta given to make it possible to evaluate these items in
respect to the child's adjustmenf to school, and it was unclear
whether the weighting sho·uld be positive (4, 3,2, 1) or negative

{1, 2, 3, 4).

For example:

No. 29.

Doesn't like to be interrupted when engaged
in demanding activities, e. g., puzzles,
painting, constructing things.

This is an interesting fact to know about a child, but in order to use
it we would have to know why the child behaves in this way in order to
judge the change of behavior.

Does a change in this item represent a

growth in adjustment or not?

What is the deg1·ee of. his reaction?

An insecure child, or one who has not yet absorbed the quality 6f
class routines, may show a strong reaction to stopping an activity
because of fear of what he must do next, or for fear that he will
never be able· to return to the activity.
interruptions may indicate growth.

His change to acceptance of

But another child, a better

adjusted child, may be showing good attention, good concentration on
the work at hand--a positive attitude toward interruptions.

Still

another child may react with dislike of interruption because the
program is nmning contrary to his work tempo: things are too rushed
for this child and his objections are a matter of healthy
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self-protection.

In order to use No. 29 as a measure of school

adjustment, one would need more intimate understanding of the child.
Item No. 44 is likewise one of degree and cause:
No. 44.

Insists on maintaining his rights, e. g., will
not yield his place at painting, or at the
carpentry bench, etc.; insists on getting
his turn on the slide or in group games.

If fears or past experiences make a child timid, he will need to grow
in learning to insist on his rights.

But if he has never learned to

respect the rigbts of others, strong behavior needs to be tempered.
Both of these points are of interest in making a full appraisal
of a child, but do not lend thernselves to simple scoring in regard to
school adjustment.
The following twenty-four items were designated as positive:
1.

Is usually carefree;

rarely becomes frightened or apprehensive.

2.

Is sympathetic, considerate and thoughtful toward others.

5.

Talks eagerly to adults about his own experiences or what he
thinks.

8.

Defends or praises his own efforts.

9.

Is confident that he can do what is expected of him.

11.

Is methodical and careful in the tasks that he undertakes.

13.

Tries to figure out things for himself before asking adults or
other children for help.

15.

Appears to trust his own abilities.

...
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20.

Sticks with a job until it is finished.

21.

Goes about his activities with a minimum of assistance from
others.

23.

Is even-tempered, rarely annoyed or cross.

25.

Works earnestly at classwork or play;

27.

Does not need attention or approval from adults to sustain him
in work or play.

30.

Generally enjoys novelty, welcomes changes, is ventllresome,
explores.

31.

Calmly settles difficlllties that arise withollt appeal to adults.

33.

Likes to talk with or socialize with teacher.

35.

Is eager to inform other children of experiences he has had.

38.

Is usllally polite to adults;

39.

Asks many questions for information about things, persons, etc.
(Emphasis here is on qllestions for information rather than bids
for attention. )

40.

Usually does what adults ask him to do.

43.

Shows imaginativeness and creativity in use of play materials.

45.

Is wanted as a playmate by other children.

48.

Is generally a happy child.

50.

What he does is often imitated by other children.

doesn't take it lightly.

says "please", "thank you", etc.
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The following twenty-four items were designaged as negative:
3.

Is easily distracted by things going on around him.

4. · Is very suggestible;

lets other children boss him around.

6.

Is unduly Llpset or discouraged if he makes a mistake or doe·s
not perform well.

7.

Often keeps aloof from others becallse he is uninterested,
suspiciolls, or bashful.

10.

Is jealolls; quick to notice and react negatively to kindness and
attention bestowed llpon other children.

12.

Is rarely able to influence other children by his activities or
interests.

14.

Greatly prefers the habitual and familiar to the novel and the
unfamiliar.

16.

Has little respect for the rights of other children. Refuses to
·wait his turn; llsurps toys other children are playing with, etc.

17.

Seems disinterested in the general qllality of his performance.

18.

Responds to frllstration or disappointment by becoming
aggressive or enraged.

19.

Is excessive in seeking the attention of adults.

22.

Is constricted, inhibited, timid;
engaging in activities.

24.

Is reluctant to ta.lk to adlllts;

26.

Is often quarrelsome with classmates for minor reasons.

28.

With a difficlllt task he either doesn't attempt it or gives llp
quickly.

32.

Is reluctant to use imagination;
"make-believe".

needs to be urged before

responds verbally only when urged.

tends not to enjoy
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34.

Often will not engage in activities unless strongly encouraged.

36.

Emotional response is customarily very strong, over-responds
to usual classroom problems, frustrations, and difficulties.

37.

Is uncooperative in group activities.

41.

Requires the company of other children;. finds it difficult to
play by himself.

42.

When frustrated or disappointed becotnes sullen, withdrawn, or
sulky.

46.

Is lethargic or apathetic;

47.

Has a tendency to stop activity after exerting a minimum of
effort.

49.

Approaches new tasks timidly and without assurance;
from trying new things.

has little energy or drive.

shrinks

Pre-Test Results

The results of the autumn ratings of the children by their
teachers give a general view of the Head Start and the control groups.
This is how they appeared to their teachers at the beginning of the
school year, but it must be borne in mind that it usually takes even
the more experienced teachers several months to become well
enough acquainted with young children to be in a position to make
accurate evaluations of their behavior.

Extreme behavior is, of

course, more easily :ated than the less deviant, but very few of
these children seem to have shown extremes of behavior--or it may
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well be that teachers tended to hold back judgment at this time of
year and made few extreme ratings of children•·s behavior.
The means of thirty-four of the forty-eight items carne out in
favor of the experimental. group, but in only nineteen items was the
difference between means greater than 0. 1 on a scale of 1. 0 to 4. 0.
On one item the means of both groups were identical.

It may be

said, therefore, that the experimental and control groups appeared
to their teachers in the autumn as rather similar groups in respect
to the behavior rated on this scale.

Those who had been in the

Head Start program showed up as somewhat better adjusted than
those who had not attended such a pro.grarn, a bit better able to
accept teachers, playmates, materials, and the expectations of the
school.

This corresponds to findings in other parts of the country.

These pre-test results are shown in Table IV, page 101.
According to teacher comments, Head Start children were
generally more eager to come to kindergarten and were ready sooner
to fit into the program than children from these neighborhoods had
been in previous years.

Head Start children, however, showed more

independence than usual, wanted more teacher attention, missed the
food they had come to expect as part of school, and talked a great
§

deal more than their non-Head Start neighbors.

If the ·children from

the Head Start program were more independent, were communicating
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TABLE IV
COMPARISON OF PRE-TEST SCORES OF EXPERIMENTAL
AND CONTROL GROUPS ON ZIGLER OPERATION
HEAD START BEHAVIOR INVENTORY

Scaled Scores
Exp.
Con.

Scaled Scores
lf,Exp.
Con.

Diff.

Item

b

3.
2.
2.
2.
2.
. 3.

21
99
35
92
84
01

2. 94
2. 91
2.24
2. 66
2. 58
2. 93

27
08
11
• 26
. 26
.08

25
26
27
28
30
31

2.
3.
2.
_2.
2.
2.

95
04
72
79
74
57

2.
3.
2.
2.
2.
2.

84
28
76
80
52
66

7
8
9
10
11
12

2.
2.
2.
3.
-2.
2.

98
43
79
31
73
61

2.
2.
2.
3.
2.
2.

22
30
20
10
• 01
22

32
33
34
35
36
37

2. 78
2.94
2. 93
z. 61
3. 12
3. 29

2.
2.
2.
2.
3.
3.

58
67
81
33
27
24

13
14
15
16
17
18

2. 79
7..17
2. 98
3. 09
2. 90
3. 26

2. 72
2. 07
2. 77
3. 19
2. 80
3.47

• 07
10
21
. 10
. 10
21

38
39
40
41
42
43

2.
2.
3.
2.
3.
2.

78
11
46
54
05
61

2.
2.
3.
2.
3..
2.

71
03
50
76
19
55

19
20
21
22
23
24

2.
3.
3.
2.
3.
2.

3.
2.
2.
2.
3.
2.

29
08
13
04
18
33

45
46
47
48
49
50

3. 05
3. 22
2.94
3. 46
2. 59
2. 55

2.
2.
2.
3.
2.
2.

79
96
94
15
69
30

Item
1
2
3
4
5

*

86
01
12
70
05
95

76
13
59
41
72

39_.

15
93
99
66.
23
62

0

0

0

0

0

0

0

0

0

0

0

0

.
•
.
0

.

Diff.

.11
24
.04
. 01
22
09
0

0

0

0

0

.
.
•
.•

20
27
12 .
28
15
05

07
08
.04
22
14
• 06

0

0

0

0

• 26
26
00
31
. 10
25
0

0

0

0

Exp. = Experimental Group; Con. = Control Group;
Dif£. = Difference of scores of Experimental GrOllp and Control
Group.
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better, were responding to kindergarten situations with more
competence than the control children were in the alltumn, would
they still show a difference of behavior by the end of the
kindergarten year?

It was for this reason that the teachers were

asked to repeat their evalllations of behavior at the end of the year.
The results of this second rating are given in the following section.

Post-Test Results

Near the end of the kindergarten year all children in the stlldy
were re-ra.ted by their teachers.

They were in attendance in

twenty-follr different schools, in forty different kindergarten classes.
Post-test reslllts are shown in Table V and a comparison of
pre-test and post-test results on each item is given in Figllre 4,
shown in the Appendix. 3
All scores tended to clllster toward the center.
extremes.

There were no

However, a definite trend is apparent as forty-two of the

forty-eight items scored in favor of the experimental group.

In many

the difference was slight, bllt in twenty-two items there was a level
of confidence of . 01 or better:

3

For reasons of clarity all inventory items stated negatively in
terms of poor school adjllstment have been reworded toward the
positive pole in this and all following statements of resctlts.
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TABLE V
ZIGLER BEHAVIOR INVENTORY POST-TEST RESULTS

Item

Usually carefree
Sympathetic, cons ide rate
Not easily distracted
Doesn't let others boss him
5. Talks eagerly to adults

1.
2.
3.
4.

Mean

3.
2.
2.
3.
3.

E
14
95
28
00
02

c
3.
2.
2.
2.
2.

00
88
21
72
82

DifferLevel of
Confiences of
dence
Means
E
c
. 88 1. 00
. 84
. 87
. 97 1. 01
.92 1. 06
. 10
1. 01 1. 13

6.
7.
8.
9.
10.

Not unduly upset by mistakes
Not often bashful, suspicious
Defends or praises own effort
Confident can do as expected
Not usually jealous

11.
12.
13.
14.
15.

MethodicaJ, careful worker
Influerices other children
Tries before seeking help
Accepts novelty
Appears to trust own ability

2.
2.
2.
2.
3.

82
61
96
26
22

2.
2.
2.
2.
2.

54
. 97 1. 00
48
• 94
. 96
65
. 87
. 95
. 87
09 1. 00
76
• 80
.94

16.
17.
18.
19.
20.

Respects rights of others
Interested in quality of work
Not aggressive if frustrated
Seeks adult attention mildly
Finishes jobs

3.
3.
• 3.
• 2.
3.

15
15
32
98
07

3.
2.
3.
3.
2.

06
. 96
. 93
75
• 86 1. 0 5
33
.92 . 96
00 1. 01 1. 00
79
. 92 1. 05

21.
22.
23.
24.
25.

Seeks minimum of help
Not timid or inhibited
Even-tempered; rarely cross
Will talk to adults
Works earnestly at classwork

2. 99
3. 22
2. 66
3.09
• 3. 33

3. 10
3.07
3. 21
3. 13
2. 9 5

2.84 . 83
2. 95
. 95
2. 45 1. 01
2. 77
. 78
3. 42
• 87

.94
1. 10
.94
. 90
. 87

2. 89
• 88
. 93
2. 86 1. 00 1. 06
3.09
.92 1. 00
2. 81 1. 01 1. 04
2. 7 5 . 91
. 93

. 10
. 10

.05
. 0 2.
. 001

. 01

. 05

. 05

(continLwd)
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TABLE V

(continued)

Level of
Differences of
Confidence
Means
E
c
E
c
3. 02 3.05 1. 00 1. 02
2. 74 2. 60
. 90 1. 00
2. 82 2. 66
. 96 1. 00
. . . . . . . . . . . omitted . . . . . . . . . . . .
2. 87 2. 70
. 92 1. 00
Mea.n

Item

•

26.
27.
28.
29.
30.

Not often quarrelsome
Not sustained by approval
Doesn't give up quickly
Doesn't like interruptions
Explores; welcomes change

31.
32.
33.
34.
35.

Settles own difficulties calmly
Imaginative; enjoys pretense
Likes to talk with teacher
Seldom needs urging
Eager to tell his experiences

2. 71
2. 93
3. 08
3. 17
2.98

2.45
1. 92
2. 96
2. 77
2, 69

36.
37.
38.
39.
40.

No over-response to problems
Cooperative in gronp activities
Usually polite to adults
Asks informational questions
Usually does what adults want *

3.22
-3. 45
3.05
2.45
3.49

3.
3.
2.
2.
3.

41.
42.
43.
44.
45.

Has no difficulty playing alone
Not sullen when frustrated
Plays imaginatively; creative
Insists oti his turn; his rights
Wanted as a playmate

46.
47.
48.
49.
50.

Not apathetic or lethargic
Doesn't give up quickly
Is generetlly a happy child
Doesn't shrink from new task
Actions often imitated by others

*

. 87
.94
.92 . 94
1. 03 1. 01
.96 1.. 04
1. 04 1. I 0

I4 I. 02 1. 00
24
.n .94
83
. 87
.92
II 1. 00 1. 00
6-3
. 56
. 51

• 01
• I0

. IO
. I0
. 02
• 10

2.. 57 2. 79
3. I 5 3.07
2.. 88 2. 54
...........
3. I4 2. 80

• 9 2 .96
. 93
. 96
• 01
• 88
. 9I
omitted ......... ' ..
. OI
. 80
• 96

3. 37
2. 92
3.46
2. 90
2.. 64

. 86 I. 06
1. 00 I. 03
• 67
• 87
1. 04 I. 08
.96 1. 03

3. 09
2. 7 I
3. 28
2.78
2. 24

• Indicates that control group exceeded experimental group.
E = experimental

. 05
. 10

C = control

. 05
. 10
. 0I
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One it ern had a level of confidence of . 001
Five iter,;s had a level of confidence of . 01
Two items had a level of confidence of . 02
Five items had a level of confidence of. 05
Nine items had a level of confidence of . 10
There were six items in which the contr.ol group scored higher
than the experimenta.l group (as shown in Table VI, page 106), but
only in one item was there a significant difference--Item No. 40,
"Usually does what adults ask him to do.

11

A scanning of Figure 4

(see Appendix) will show that this item had the highest means for
both groups on the pre-tests and post-tests.

All children usually did

what the teacher asked them to, but when there were children who
sometimes did not, they were more apt to be from the Head Start
group.
Iterl'l No. 41 is particularly interesting.

If a child finds it easy

to play by himself, not requiring the company of other children,
could it be that he is still in the parallel-play stage of development
where he is not yet matured enough to seek to combine his play with
that of other children?

If so, playing happily alone does not

represent adjustment but rather unusual immaturity.

Categories of items showing significant difference.

The

twenty-one items with a level of confidence of. 10 or better which
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TABLE VI
BEHAVIOR INVENTORY ITEMS WITH HIGHER
POST-TEST SCORES FOR CONTROL GROUP
THAN FOR EXPERIMENTAL GROUP

Differences of
Means
E
c

Mean

E•
10. Is not jealolls; doesn't
react negatively to attention
given other children.

3.33

3.42

.87

Level of
Confidence

.87

not
sig.

18. Doesn 1 t respond to ·frllstration or disappointment with
anger or aggression.

3. 32 3. 33

. 92

. 96

not
sig.

19. Is not excessive in seeking
adlllts 1 attention.

2.98 3.00 1.01

1.01

not
sig.

26. Is not qllarrelsome with
classmates for minor reasons

3. 02 3. 05 1. 00

1. 02

not
sig.

40. Usllally does what adlllts
ask him to do.

3. 49 3. 63

. 51

. 10

. 96

not
sig.

41. Doesn't find it difficlllt to
play alone; doesn't require the
company of other children.

*

E:

experimental group

2. 57

2. 79

C:

. 56

. 92

control group

not sig. : not significant

*
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favored the experimental group seem to fall into four main
categories:
1.

Eleven items relate to the development of self-assurance,

as shown in Table VII, pages 108 and 109.
2.

Seven items relate to attitudes toward work, study, and

"learning how to learn" skills, as shown in Table VIII, page 110.
3.

Nine items relate to social adjustment and to the growth

of communication skills, as shown in Table IX, page 111.
4.

Four items relate to imagination, creativity, and

curiosity, as shown in Table X, page 112.
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TABLE VII
POST-TEST BEHAVIOR INVENTORY ITEMS WITH
HIGH LEVEL OF CONFIDENCE RELATING TO
DEVELOPMENT OF SELF-ASSURANCE

Mean

E

c

Differences
of M.eans
E
c

Level of
Confideuce

15. Appears to trust his own
abilities.

3.22 2. 76

• 80

. 94

34. Will often engage in activity
without being strongly urged.

3. 17

2. 77

• 96

1. 04

. 01

3. 0 9 2. 7 7

• 78

• 90

.01

z. 96

2. 65

• 87

.95

.02

24. Is not reluctant to talk to adults;
responds verbally not only
3.13
when urged.

2.81

1.01

1.04

. 05

31. Calmly settles difficulties that
arise without appeal to adults.

2.45

. 87

. 94

. 05

3. 3 7 3. 09

• 86 1. 06

. 05

3. 00

. 92

• 10

9. Is confident that he can do
what is expected of him.
13. Tries to figure things out for
himself before asking for help.

46. Is not lethargic or apathetic;
has energy, drive.
4.

Is not very suggestible;
doesn't let others boss him
around.

2. 71

~~

2. 72

1. 06

. 001

{H~

*

This may be a purely physical factor, but is assumed to have
psychological roots and to relate to self-assurance.
~-~,
The level of confidence was almost. 05 rather than. 10,
the critical ratio being 1. 9567, while the required critical ratio for
the . 05 level of confidence is 1. 960.
(continued)
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TABLE VII (continlled)

Mean

E

7. Doesn't often keep aloof
becallse he is suspicious,
uninterested, or bashful.

c

3. 22 2. 95

35. Is eager to tell other children
his experiences.

2. 98

2. 69

48. Is generally happy.

3. 46

3. 28

Differences
of Means
E

Level of
Confidence

c

• 9 5 1. 10

. 10

1. 04 1. 10

. 10

• 67

. 87

. 10
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TABLE VIII
POST-TEST BEHAVIOR INVENTORY ITEMS WITH HIGH
LEVEL OF CONFIDENCE RELATING TO ATTITUDES
TOWARD SCHOOL WORK AND STUDY
DifferMean

ences

of Means
E
C

Level of
Confidence

E

C

3. 17

2. 77

. 96

1. 04

.01

17. Seems interested in the general
quality of his performance
3. 15

2. 7 5

• 86 L 05

.. 01

13. Tries to figure things out for
himself before asking for help.

2. 96

2. 65

. 87

.. 95

.02

39. Asks many questions for
info.rmation about things,
persons, etc. _(Emphasis here
on questions for information
rather than bids for attention.)

2. 45

2. 1-1

1. 00

1. 00

. 02

31. Calmly settles difficulties that
arise without appeal to adults.

2. 71

2. 45

• 87

. 94

. 05

20. Sticks with a job until it is
finished.

3.07

2.79

.921.05

. 05

. 97

.05

34. Will often engage in activity
without being strongly urged.

~--~----~---------

11. Is methodical, careful in tasks

he undertakes.

2. 82 2. 54

1. 00
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TABLE IX
POST-TEST BEHAVIOR INVENTORY ITEMS WITH HIGH
LEVEL OF CONFIDENCE RELATING TO SOCIAL
ADJUSTMENT AND COMMUNICATION SKILLS
Differences
of Means

Mean

E

c

3. 14 2. 80

. 80

. 96

. 01

2. 64 2. 24

. 96

1. 0 3

. 01

1. 01

1. 04

.05

.92 1. 06

. 10

E
45. Is wanted as a playmate by
other children.
50. What he does is often
imitated by other children.

24. Is not reluctant to talk t6 ad,ults;
responds verbally not only
when urged~
3. 13

c

Level of
Confidence

2. 81

4. Is not very suggestible; does
not let others boss him around.

3. 00

7. Does not often keep aloof from
others because he is uninterested, suspicious, or bashful.

3. 22 2. 95

. 95

1. 10

.10

2. 72

35. Is eager to inform other children of his experiences.

2. 98

2. 69

1. 04

1. 01

.10

37. Is cooperative in group
activity.

3. 45 3.24

. 72

. 94

• 10

38. Is usually polite to adults; says
"please 11 , "thank you 11 , etc.

3. 05

2. 83

. 87

. 92

.10

48. Is generally a happy child.

3. 46

3. 28

. 67

• 87

.10
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TABLE X
POST-TEST BEHAVIOR INVENTORY ITEMS WITH HIGH
LEVEL OF CONFIDENCE RELATING TO IMAGINATION,
CREATIVITY, AND CURIOSITY

DifferMeans

ences

of Means
E
c

Level of
Confidence

E

c

43. Shows imagination and
creativity in use of play
materials.

2.88

2.54

.88

.91

. 01

39. Asks many questions for
information.

2. 45

2. 11

1. 00

1. 00

. 02

13. Tries to figure things out
himself before asking for
help.

2.96

2.65

.87

.95

.02

32. Uses imagination;
" make believe".

2. 9 3 1. 92

. 92

• 94

. 10

enjoys
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The information contained in the four preceding tables
(Tables VII, VIII, IX, X}, indicates that the children of the
experimental group were rated somewhat higher in the areas of
self-assurance, work and study habit formation, social adjustment,
ability to communicate, curiosity, imagination, and creativity--all
areas of strategic importance in school adjustment.

They are areas

which have been recognized as ones in which children from slum
neighborhoods are generally handicapped.

IV.

SUMMARY

The results of the Caldwell Preschool Inventory and of the
Goodenough Draw-a-Man Test should be considered inconclusive
because of the conditions under which the tests were given.

With the·

former instrument, however, the results were slightly in favor of
the expe1·imental group.

In the pre-test the scores of both groups

hovered around a similar median, while in the post-test the
experimental group showed a greater median gain for both the total
groups and for the age-matched sub-groups.

For the sub-groups the

median gain of the experimental group was over three times that of
the control group.
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The Zigler Operation Head Start Behavior Inventory showed a
trend toward a better adjustment of members of the experimental
group.

The post-test scores were closely bunched toward middle

ratings and lacked dramatic contrasts, but of the forty-eight items
of behavior rated, forty-two favored the experimental group, with
twenty-one of these showing a level of confidence of . 10 or better.
For the six items of the forty-eight which favored the control group,
only one had a significance level of. 10 and the rest showed no
significant difference.

A judgmental analysis of the items having

significant differences showed that they were in four categories,
namely:
self-assurance;
establishment of work and study habits;
growth of social adjnstment and the ability to communicate;
curiosity, imagination, and creativity.
The Kindergarten Teacher's Comments on the Child's
Adjustment generally expressed belief that kindergarten classes
having Head Start children showed higher general performance than
classes of previous years but the children of this socio-economic
group, in the opinion of the teachers, still performed considerably
below the level of children in middle-class areas.

CHAPTER V

SUMMARY AND CONCLUSIONS

I.

SUMMARY

An attempt was made to evaluate the adjustment to kindergarten of approximately one hundred children from slum areas in
San Joaquin CoLmty, California, who had attended Project Head Start
(HS 1509) during the summer of 1965, and to compare it with the
adjustment of one hundred children who had attended ·the same
kindergartens, came from the same socio-economic g1·oup and
neighborhoods, but did not attend eith.er Project Head Start or
some other pre-kindergarten class.

The children studied attended

forty different kindergarten classes in twenty-four schools and had
twenty- six different tea·chers.
·Testing and observation of the children was done at the
. beginning of the kindergarten year and then again at the close of the
kindergarten year.

Pre-tests established little more than that the

two groups were indeed similar in regard to qualities rated or tested.
The main emphasis was on the ratings and on the tests administered
at the end of the year of kindergarten, which showed, on the whole,
that the children maintained their gain.
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Caldwell Preschool Inventory.

The resu.lts shou.ld be

considered inconclu.sive as the instru.ment is of qu.estionable
reliability and there was variability in the testing conditions.
results were slightly in favor of the experimental group.

The

In the

pre-tests the scores of both grou.ps hovered arou.nd a similar
median.

In the post-tests the experimental grou.p showed a greater

median gain for both the total grou.ps and for the age-matched
sub-groups.

For the sub-group in which only the scores of those

children who could be age-matched-at-time-of-testing were
compared, the median gain of the experimental group was over
three times that of the control group.

Goodenough Draw-a-Man ratings.

The results were·

inconclusive for both groups, probably as a result of the variable
circumstances under which the tests were given.

Zigler Operation Head Start Behavior Inventory.

This

instrument seems to have yielded the greatest amount of information
about the kindergarten adju.stment of the two groups.

Of the

forty-eight items of behavior rated by teachers at the end of the
kindergarten year, forty-two favored the experimental group, with
twenty-one of these showing a level of significance of. 10 or better.
For the six items of the forty-eight which favored the control group,
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only one had a significance level of . .10, and the rest showed no
significant difference.

Although all the scores were closely bunched

toward middle ratings and lacked dramatic contrasts, the trend was
quite definitely toward general rating of better adjustment of members
of the experimental group.
A judgmental analysis of the items having significant
differences yielded four categories, namely:
self-assurance;
establishment of work habits;
growth of social adjustment and of ability to communicate;
curiosity, imagination, and creativity.

The one significant item which favored the control group was,
interestingly, "Usually does what the teacher asks him to do.

Teacher Comments.

11

The teachers generally expressed the

belief that the kindergarten classes having Head Start children
showed higher general performance than classes of previous years,
but the children of this socio-economic group still performed
considerably below the general level of five-year-olds in
middle-class areas.
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CONCLUSIONS

Although, after a year in kindergarten, the comparison of the
kindergarten adjustment factors rated by teachers shows no extreme
or highly dramatic gains in the behavior of Head Start children over
those children who had not had a pre-kindergarten enrichment class,
the results do indicate an interesting trend toward better adjustment
in several crucial areas for those who participated in Head Start.
School adjustment is a variable and complex matter, yet it has been
indicated in a number of recent studies that attitudes toward learning
which are established in the school-beginner are crucial to his later
succe.ss in school.

The fact that the Head Start children were rated

higher in behavior related to self-assurance, work and study habit
formation, social adjustment, ability to communicate, curiosity,
imagination, and creativity may indicate that they have been able to
approach school with fewer handicaps than they might have otherwise
had.
The gains which these children made were not great enough
to put them on a par with children from middle-class homes, for the
·differential was too great for an eight-week program to compensate
fully.

However, with programs designed to preserve the gains and

to extend the Head Start philosophy through at least the early grades,
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the pre- school enrichment experience may prove of value in helping
disadvantaged children succeed in school.
Suggestions for further study.

Several areas offer

possibilities for future investigation, namely:
L A longitudinal study of the children observed here
might further our understanding of the long range effects
of a compensatory preschool experience. It would be of
value to know whether or not differences between these
two groups were maintained.
2. A study of changes of attitude toward their
children's education by parents who had been reached
by Project Head Start would be of interest. Even the
analysis of relatively simple data, such as school
attendance records of these children and their siblings,
might reveal changes of parental attitudes.
3. If factors such as those used in the Zigler
Behavior Inventory are to be used with greater accuracy
to evaluate a five-year-old's school adjustment, the
meaning of observed behavior and its significa.nce in
predicting school success will need investigation.
4. An interesting study would be a comparison of
children from the neighborhoods used in this study with
those from local middle-class neighborhoods with
reference to early school behavior and subsequent
school achievement.
With attention focused on the relation of early experience to
learning potential, we look forward to studies of the many factors
contributing to better compensatory programs so we may prevent
many of the school failures of slum-reared children.
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Report of the planning committee for Project Head Start
submitted in February, 1965, to President Johnson:
There is considerable evidence that the early years
of childhood are the most critical point in the poverty
cycle. During these years the creation of learning
patterns, emotional development and the formation of
individual expectations and aspirations take place at a
very rapid pace. For the child of poverty there are
clearly observable deficiencies in the processes which
lay the foundation for a pattern of failure- -and thus a
pattern of poverty--throughout the child's entire life.
Within recent years there has been experimentation
and research designed to improve opportunities for the
child of poverty. While much of this work is not yet
complete there is adequate evidence to support the view
that special programs can be devised for these four and
five year olds which will improve both the child's
opportunities and achievements.
It is clear that successful programs of this type
must be comprehensive, involving activities generally
associated with the fields of health, social services,
and education. Similarly it is clear that the program
must focus on the problems of child and parent and
that these activities need to be carefully integrated
with programs for the school years .... The Office of
Economic Opportunity should generally avoid financing
programs which do not have at least a minimum level
and quality of activities from each of the three fields
of effort.
The need for an urgency of theseprograms is such
that they should be initiated immediately. Many
programs could begin in the summer of 1965. These
would help provide a more complete picture of national
needs for use in future planning.

Julius Richmond, "Communities in Action: A Report on
Project Head Start," Reading Teacher, 19:323-331, Feb., 1966, p. 324.
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APPENDIX A- DIRECTIVES TO LOCAL AGENCIES

HEAD START programs must be tailored to the needs of
local families. It should be recognized at once that not all poor
children are alike. They differ greatly in their strengths and weak·
: nesses. There is no. set pattern to their behavior. In general, they
· have had neither the experiences, the medical care, nor the op·
portunities of children from better circums'tances. As a result
many of these children enter school under a distinct handicap .
. They are so lacking in the most elementary experiences that
often they cannot get the most out of school. To overcome the
handicaps which hamper such children, it is important to Jearn
what each child needs and to devise programs which meet any
special needs.
It is essential that the following broad goals be uppermost
in the planning of HEAD START programs.
• Improving the child's health.
• Helping the child's emotionel and social development by
encouraging seJf.confidence, seJf.expression, self·disci·
pline and curiosity.
• Improving and expending the child's mente! processes,
aiming at expanding the ebility to think, reason and speak
clearly.
• Helping children to get wider and more varied experiences ·
which will broaden their horizons, increase their ease of
conversation and improve their understanding. of the
world in which they Jive.
• Giving the child frequent chances to succeed. Such
chances may thus erase patterns of frustration and failure
and especially the fear of failure.
• Developing a climate of confidence for the child which will
make him want to Jearn.
• Increasing the child's ability to get along with others in
his family and, at the same time, helping the family to
understand him and his problems-thus strengthening
-·----·-family ties.
. • Developing in the chiid and his fam-ily a responsible atti·
tude toward society and fostering feelings of belonging
to a community.
• Planning activities v1hich allow groups from every social,
ethnic and economic level in a community to join together
with the poor in solving problems .
• Offering a chance for the child to meet and see teachers,
policemen, health and 'Ne!fare officers-all figures of authority-in situations which will bring respect and not fear.
• Giving the child a chance to meet with older children,
teenagers and adults who v1i1l serve as "models'' in man·
ners behavior, speech, etc.
, Hel~ing both the child and his family to a greater confi·
dence, sell-respect and dignity.

Office of Economic Opportunity. An Invitation to Help
Project Head Start, A Program for Presc~1ool Children.
(Washington: Government Printing Office, 1965.) p. 14.

133

APPENDIX A

6,382

" "'"

"Top figure: median school
years completed.
Bottom figure: median family income.
1ocation of Head Start Centers,
Summer 196 5.

ngure 3. Map of census tracts in the Stockton Standard Metropolitan Statistic
Area showing median school years completed by individuals over
twenty-five years of age and median family income (1960 U.S. Census)
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STOCKTON UNIFIED SCHOOL DISTRICT
Elementary Education Office
Harch 26, 1965
PROJECT HEAD START
The Office of Economic Opportunity is making i t possible for programs
to be established during the summer of 1965 for certain areas of loH
socio-economic ·levels. They may come from homes Hhere English is not
spoken. They may have not had access to books. Their vocabularies
are minimal and the prognosis for success in school is very

poo~.

These are the children who ordinarily must spend most of the year during
the first grade in readiness. They are the ones who fill the bottom
groups in every grade level.
The pre-kindergarten programs in Project Head Start will be limited to
fifteen children per classroom. They '"ill be carried on for eight weeks'
duration. In addition to the teacher, there will be several assistants.
Some of these assistants '"ill be paid; others will be volunteer parents
or young h'2nagers. The program will be designed to meet the needs of
individual children. There will be an opportunity each day for a oneto-one relationship bet,een the child and an assistant or a teacher.
These are the children 1>1ho ordinarily '"ould make up the lower half of
the groups. The programs in the pre-kindergartens will be quite flexible and vJill be much more individualized than the. usual kindergarten.
Each child will have a tailored program designed to build vocabulary
according to his needs. There will be group activities and individual
activities·.

Some will be designed for listening, some for .ear training,

and some for language pattern development.
The schedule ~<ill be such that during part of the day there vlill be
large gr 0 up activities which will be directed by the teacher or a trained
assistant. There will .be free play and supervised play. There l<ill be
small group activities that will be both supervised and free. The teacher's
role will be one of assessing needs and prescribing activities. The
assistants v1ill serve to carry out the activities on a one-to-one relation-

ship '"hen needed.
In addition to the kindergarten teacher who will be in overall charge of
the group, there >Jill be non-certificated aides who I·Jill have some training in nursery school activities. There Hill be paid student aides, some
of ,;hom Hill be able to speak a foreign language. There will be student
volunteers and parent volunteers. There 1-1ill be other professional help
available to the groups. There will be a nurse and a doctor. There will
be a parent education leader, and if necessary, social >JOrkers. The
teacher will give overall direction to the program, will diagnose the needs
of individual children, and Hill plan experiences for them. She will also
be involved in giving leadership training to the assistants and holding
parent conferences from time to tirae. For evaluation there will be a
folder for each child containing pertinent data. The teacher and -assistants
will place significant anecdotal statements in the folder from time to time

of the child's progress.

Project Head Start
}larch 26, 1965
Page 2

One or more of the follO\-Iing will be used for the selection of the
children:

1.

The child does not speak English. (It is felt that not over
five children per classroom should be non-English speaking to
permit assimilation.)

2.

The first language of the child is not English.

3.

The child is very shy. He wi thdrB1<s by himself and does not
mingle with other children.

4.

The child is less mature than the average kindergarten child
who usually attends the school.

5.

The child does not talk or talks very little at home or with
other children.

6.

Siblings >·Jere deficient in speech in kindergarten.
Parents agrees to make effort to send child for total period.

Only tho.se chi.ldren wi.ll be considered who will be five years old
before December 2 and will be less than six years old on that date.

rfv
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DlS'rHlBIJTION OF CHILDREN AT THB: BEGINNING OF

KINDERGARTEN ADcTCSTi,,ENT STUDY
=="~==-==-==""~,=~"==·"""'~Tot;;-1='==·~~===···-=-·===~==·=·====·K·i'~~,;·;·~~-~--:en

Schools

EJtoekton
August
experimental

children
2
.. 2

6oys

Girls

A.M.

P.~.

2

2

control

El Dorado
experimental
control

1

}'air Oaks
experimental
contr-ol

18

F:i.llmorc
experimental
control
·

1
1

1

Ga~~·-f j_. e ld

7
3
4

2

exper1menta.l
control

8
10

Grant
experi.mcntal
control

13

Hazelton
experirr:ental
control

11

Jackson
experimental
control

10 .

LhJcoln
experimsnt.al
control

26

lV~cK:i.nley

21
11

experirr.ental
control

5

8

3

8

5
5
14
12

10

------------ ------- ------ ----·· -----

6
6

5
5

3
5
1

3

1
1

4
6

2

2

1

1

3

1

1

6

5
2

1

4

2

4

6

2

4

1
1

3

2

2

3

7

1

13

7

1

11

6

5

2

4

7
5
5
5

5

------------------~

6

c c n t in ue d )

·rABLE
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XI( continuec)

.

_.;.._~~--=- .:..-===========-...:=====--==--:===============================
-------Kindergarde!J
Total

Schools

children

Boys

GirlEI

A. IV.i.

p .l'"l.

---------·--------·--··-·-·------¥----------L---

Non roe
experimental
control

13

Ni(<htingale
experimental
control

10

Taft
experi.mental
control

13

Taylor
experimental
control

23

3
3

3
4

4

·2

1

6

3
3

2
2

5
5

2

3
4

3

2

4

lf

4

3
8

8

12

I+

9
6

6

Tyler
experimental
controJ.

1
1

1

Van Bu"ren
experimental
control

7
3

2

1

4

2

Lf

1

3

Victory
experimental
- control

1
1

1

Washington
experimental
control

20
9

6

7
5
5
5
8
11

11

1

5
3

2

1

4
8

4
4

5
7

!£?odb!'idg§_
Woods
experimental
control

7
3

•4

2

3

1
1

3

4

(contim1ed)

TABLE XI (continued)
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~~,=============Tota:r=====================~~='Kind'~rz~r-a·~·n

Schools

children

Boys

Girls

A.M.

P.M.

3
5

1

4
5

lodi
Garfield
experimental
control

15
5
10

Lincoln
experimental
control

2
2

lawrence
experimental
control

2
2

2

Nichols
experimental
control

1
1

1

2
5

5
2

2

1

==--=======:..-=::.::::======~~-========================:;:.:--------------~---~=..::::

Smrmar_;y_ Data
224 children
105 experimental:

59 boys;

46 girls

119 control

67 boys;

52 girls

24 schools:
·•-·••-~

··-••··V•'-•-••••" -·-·-·•-·
••••

...... ..

• -···--

40 kindergarden classes; 26 teachers
... -----------.·- - . --
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OPERATION HEAD START BEHAVIOR INVENTORY
CHILD'S

SCHOOL:

NAME'
IDENTIFICATION

CHILD'S
0'
0 ::::::

l ::::: 2 :::::: 3

: 4 :

EXAMINER

NUMBER

5 ::::: 6 ::::: 7 ::::: 8

===== 9

0

::::: 2 ::::: 3

IDENTlf.lCATION NUMBER
5 ::::: 6 ::::: 7

4

::::: 2 :::::: 3 :::: : 4 :::::

5 ::::: 6

===== 7 ::::: 8

== 9

0

=== 2 ===== 3 ===== 4

5 ::::: 6 ::::: 7 ::::: 8

===== 9 -----

-

0 :::-- ' ::::: 2 : ::: 3 :::::: 4

:: 6

5

===== 7

== 9

0

===== 7 ===== 8 ===== 9

0

8

t ::::: 2 ::::: 3 ::::: 4

5 ::::: 6 ::::: 7 ::::: 8 ::::: 9

-

0 :::::

===== 8 ::::: 9

-

::::: 2 ::: : 3 :::::: 4

5 ::::: 6

5 ::::: 6 ::::: 7 ::::: 8 ::::: 9

::::: 2 ::::: 3 ::::: 4

0

=--

::::: 2 ::::: 3 :::::: 4 ::::-

5 ::::: 6 :::::: 7 :::::::: 8 :::::::: 9

0

::::: 2 ::::: 3 ::::: 4

5 ::::: 6 ::::: 7 ::::: 8 ::::: 9

0

=--

::::: 2 ::

== 3 :::::: 4 =-- -

CENTER
0

=--

5 ::::: 6 ::::: 7 :::::: 8 :::::: 9

IDENTIFICATION
r---

::::: 2 : ::: 3 ::::: 4 ::::::

l ::::: 2 ::::: 3 ::::: 4 :::::
0

=--

APPROVAL

3-31-66

PLEASE DESCRIBE AS ACCURATELY AS POSSIBLE HOW THIS CHILD BEHAVES-BY
MARKING, WITH A NO. 2 LEAD PENCIL,,ONE OF THE FOUR RESPONSES TO
EACH QUESTION:

5 ::::: 6 ::::: 7 ::::: 8

9
9

=-VERY MUCH LIKE

0

I ::::: 2 ::::: 3 :::::: 4 :::::

5 ::::: 6 ::::: 7

0

I ::::: 2 ::::: 3 :::::::: 4 :::::

5 ::::: 6 ::::: 7 ::::::: 8

r-- 5 ===== 6

0 ::::: I ::::: 2 ::::: 3 ::::: 4 :::::

5 ::::: 6 ::::: 7 ::::: 8 ::::: 9

INSTRUCTIONS

5 ::::: 6 ::::: 7 ::::: 8 ::::: 9

f-::::: 2 ::::: 3 ::::: 4

EXPIRES

:: 8 ::::: 9

5 ::::: 6 ::::: 7 ::::: 8 :::::: 9

1--

t ::::: 2 ::::: 3 :::::4
BUDGET BUREAU NO. 116-6504

NUMBER

5 ::::: 6 :::::: 7

0 ::::: l :::::: 2 ::::: 3 ::::: 4 :

0

8

9 :::::

SOMEWHAT LIKE

VERY LITTLE LIKE

NOT AT ALL LIKE

PLEASE GIVE A RESPONSE TO EVERY ITEM AND BASE YOUR RESPONSE UPON
YOUR PERSONAL OBSERVATION AND EXPERIENCE WITH THE CHILD.

: 1 ::::: 8 ::::: 9

=--

VERY

SOME·

VERY
MUCH
LIKE

SOME- VERY
NOT
WHAT LITTLE ATALL
LIKE
LIKE
LIKE

~~~~

VERY

NOT

~~:~ LLU~E A[l~l~

l. IS USUALLY CAREFREE; RARELY BECOMES FRIGHTENED OR APPREHENSIVE.
2. IS SYMPATHETIC, CONSIDERATE, AND THOUGHTFUL TOWARD OTHERS.
3. IS EASILY DISTRACTED BY THINGS GOING ON AROUND HIM.
4. IS VERY SUGGESTIBLE; LETS OTHER CHILDREN BOSS HIM AROUND.

5. TALKS EAGERLY TO ADULTS ABOUT HIS OWN EXPERIENCES AND WHAT HE THINKS.
6. IS UNDULY UPSET OR DISCOURAGED IF HE MAKES A MISTAKE OR DOES NOT PERFORM WELL.
7. OFTEN KEEPS ALOOF FROM OTHERS BECAUSE HE IS UNINTERESTED, SUSPICIOUS, OR BASHFUL.

8. DEFENDS OR PRAISES HIS OWN EFFORTS.
9. IS CONFIDENT THAT HE CAN DO WHAT IS EXPECTED OF HIM.
10. IS JEALOUS; QUICK TO NOTICE AND REACT NEGATIVELY TO KINDNESS AND ATTENTION BESTOWED UPON OTHER CHILDREN.

II. IS METHODICAL AND CAREFUL IN THE TASKS THAT HE UNDERTAKES.

12. IS RARELY ABLE TO INFLUENCE OTHER CHILDREN BY HIS ACTIVITIES OR INTERESTS.
13. TRIES TO FIGURE OUT THINGS FOR HIMSELF BEFORE ASKING ADULTS OR OTHER CHILDREN FOR HELP.
14. GREATLY PREFERS THE HABITUAL AND FAMILIAR TO THE NOVEL AND THE UNFAMILIAR.

15. APPEARS TO TRUST IN HIS OWN ABILITIES.
16. HAS LITTLE RESPECT FOR THE RIGHTS OF OTHER CHILDREN; REFUSES TO WAIT HIS TURN, USURPS TOYS OTHER CHILDREN ARE PLAYING WITH, ETC.

17. SEEMS DISINTERESTED IN THE GENERAL QUALITY OF HIS PERFORMANCE.
18. RESPONDS TO FRUSTRATION OR DISAPPOINTMENT BY BECOMING AGGRESSIVE OR ENRAGED.

19. IS EXCESSIVE IN SEEKING THE ATTENTION OF ADULTS.
20. STICKS WITH A JOB UNTIL IT IS FINISHED.

DO NOT MARK IN THIS SPACE
PRESENT WEEK OF
::t::

::2::

::3::

::4::

CENTER'S

::5::

:::6::

OPERATION
::1::

:::8::

::9::

OVER

@

by Edward Zigler, 1965

CAP-HS FORM 37, JUN, '65
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OPERATION HEAD START BEHAVIOR

INVENTORY

21. GOES ABOUT HIS ACTIVITIES WITH A MINIMUM OF ASSISTANCE FROM OTHERS.

VERY
MUCH

SOME-

~l!_<_~

~J_K_~

VERY

SOMEWHAT

WHAT

NOT
VERY
LITTLE AT ALL
L,_!IL~
~L~~

22. IS CONSTRICTED, INHIBITED , OR TIMID; NEEDS TO BE URGED BEFORE ENGAGING IN ACTIVITIES.
23. IS EVEN-TEMPERED, IMPERTURBABLE; IS RARELY ANNOYED OR CROSS.

24. IS RELUCTANT TO TALK TO ADULTS; RESPONDS VERBALLY ONLY WHEN URGED.
25. WORKS EARNESTLY AT HIS CLASSWORK OR PLAY; DOESN'T TAKE IT LIGHTLY.

26. IS OFTEN QUARRELSOME WITH CLASSMATES FOR MINOR REASONS.
27. DOES NOT NEED ATTENTION OR APPROVAL FROM ADULTS TO SUSTAIN HIM IN HIS WORK OR PLAY.
28. WHEN FACED WITH A DIFFICULT TASK, HE EITHER DOES NOT ATTEMPT IT OR GIVES UP VERY QUICKLY.

29. DOESN'T LIKE TO BE INTERRUPTED WHEN ENGAGED IN DEMANDING ACTIVITIES, E. G.,PUZZLES, PAINTING, CONSTRUCTING THINGS,
30. WELCOMES CHANGES AND NfW SITUATIONS;

IS VENTURE SOME, EXPLORES, AND GENERALLY ENJOYS NOVELTY,

MUCH
LIKE

31. CALMLY SETTLCS DIFFICULTIES THAT ARISE WITHOUT APPEAL TO ADULTS OR OTHERS.

LIKE

NOT
VERY
LITTLE AT ALL
Ll KE
LIKE

32. IS RELUCTANT TO USE IMAGINATION; TENDS NOT TO ENJOY "MAKE-BELIEVE" GAMES.
33. LIKES TO TALK WITH OR SOCIALIZE WITH TEACHER.

34. OFTEN WILL NOT ENGAGE IN ACTIVITIES UNLESS STRONGLY ENCOURAGED.
35. IS EAGER TO INFORM OTHER CHILDREN OF THE EXPERIENCES HE HAS HAD.
36. EMOTIONAL RESPONSE IS CUSTOMARILY VERY STRONG; OVER-RESPONDS TO USUAL CLASSROOM PROBLEMS, FRUSTRATIONS, AND DIFFICULTIES.
37. IS UNCOOPERATIVE IN GROUP ACTIVITIES.

.
38. IS USUALLY POLITE TO ADULTS; SAYS "PLEASE," "THANK YOU," ETC.
39. ASKS MANY QUESTIONS FOR INFORMATION ABOUT THINGS, PERSONS, ETC. (EMPHASIS HERE SHOULD BE ON QUESTIONS PROMPTED BY
GENUINE CURIOSITY RATHER THAN BIDS FOR ATTENTION.)
40. USUALLY DOES WHAT ADULTS ASK HIM TO DO.

VERY
MUCH
LIKE

41. REQUIRES THE COMPANY OF OTHER CHILDREN; FINDS IT DIFFICULT TO WORK OR PLAY BY HIMSELF.

SOMEWHAT

LIKE

VERY
NOT
LITTLE ATALL

LIKE

42. RESPONDS TO FRUSTRATION OR DISAPPOINTMENT BY BECOMING SULLEN, WITHDRAWN, OR SULKY.
43. DEMONSTRATES IMAGINATIVENESS AND CREATIVITY IN HIS USE OF TOYS AND PLAY MATERIALS.
44. INSISTS ON MAINTAINING HIS RIGHTS, E. G., WILL NOT YIELD HIS PLACE AT PAINTING, OR AT THE CARPENTRY BENCH, ETC.; INSISTS
ON GETTING HIS TURN ON THE SLIDE OR IN GROUP GAMES, ETC.
45. IS WANTED AS A PLAYMATE BY OTHER CHILDREN,
46. IS LETHARGIC OR APATHETIC; HAS LITTLE ENERGY OR DRIVE.
47. HAS A TENDENCY TO DISCONTINUE ACTIVITIES AFTER EXERTING A MINIMUM OF EFFORT.
48. IS GENERALLY A HAPPY CHILD.
49. APPROACHES NEW TASKS TIMIDLY AND WITHOUT ASSURANCE; SHRINKS FROM TRYING .NEW THINGS.
50. WHAT HE DOES IS OFTEN IMITATED BY OTHER CHILDREN.

-
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-
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in Poverty in America, Louis Ferman, Joyce L. Kornbluh, and Alan Haber,
eds. (Ann Arbor, Michigan: University of Michigan Press, 1965) p. 359.
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APPENDIX F

CHILD-REARING PATTERNS REPORTED TO BE MORE
CHARACTERISTIC OF FAMILIES OF CHILDREN WHO
ARE EMOT10NALLY HEALTHY COMPARED WITH
RELEVANT PATTERNS REPORTED TO BE MORE
CHARACTERISTIC OF VERY POOR FAMILIES
CONDUCIVE

LOW-INCOME

1. Respect for child as individual whose behavior is caused
by a multiple of factors.
Acceptance of own role in
events that occur.

1. Misbehavior regarded as such
in terms of concrete pragmatic
outcomes; reasons for behavior
not considered. Projection of
blame on others.

2. Commitment to slow ·development of child from infancy to
maturity; stresses and
pressures of each stage accepted by parent because of perceived worth.of ultimate goal
of raising "happy", SL1Ccessful
son or daughter.

2. Lack of goal commitment and of
belief in long-range success; a
main object for parent and child to
"keep out of trouble"; orientation
toward fatalism, impulse gratification, and sense of alienation.

3. Relative sense of competence in handling child's
behavior.

3. Sense of impotence in handling
children's behavior, as well as in
other areas.

4. Discipline chiefly verbal,
mild, reasonable, consistent,
based on needs of child,
family, society; more emphasis on rewarding good behavior
than punishing bad behavior.

4. Discipline harsh, inconsistent.,
physical, makes use of ridicule;
based on whether child's behavior
does or does not annoy parent.

5. Open, free, verbal communication between parent and
child; control largely verbal.

5. Limited verbal communication;
control largely physical.

6. Democratic rather than
autocratic or laissez faire
methods, with both parents in

6. Authoritarian rearing methods;
mother chief child- care agent;
father, when in horne, mainly a
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equalitarian but not necessarily
interchangable roles. Companionship between parents and
children.

punitive figure. Little support and
acceptance of child as an
individual.

7. Parents view selves as
generally competent adults, and
are generally satisfied with
themselves and their situation.

7. Low parental self-esteem,·
sense of defeat.

8. Intimate, expressive, warm
relationship between parent and
child, allowing for gradually
increasing independence. Sense
of continuing responsibility.

8. Large families; more impulsive, narcissistic parent behavior.
Orientation to 11 exciten1ent 11
Abrupt,. early yielding of
independence.

9. Presence of father in home
and lack of severe marital
conflict.

9. Father out of home (under
certain circumstances).

10. Free verbal commLmication
about 'sex, acceptance of child's
sex needs, channeling of sex
drive thru 11 healthy" defences,
acceptance of slow growth
toward impulse control and sex
satisfaction in marriage; sex
education by both parents.

10. Repressive, punitive attitude
about sex, sex questioning, and
experimentation. Sex viewed as
exploitative relationship.

11. Acceptance of child's drive
for aggression but channeling it
into socially approved outlets.

11. Alternating encouragement
and restriction of aggression,
primarily related to consequences
of aggression for parents.

12. In favor of new experiences;
flexible.

12. Distrust of new experiences.
Constricted life, rigidity.

13. Happiness of parental
marriage.

13. High rate of marital conflict
and breakdown.

0

In summarizing the contents of the above table, the author states:
The accumulated evidence presented in Table II would
strongly suggest that lower-lower-class parental patterns,
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compared to middle-class ones, tend to be antithetical to
a child's positive emotional health. The first reaction to
this evidence might be a strong urge to launch programs
designed to change these child-rearing patterns. Aside
from the. fact that there is little evidence that such a program
would be successful, there are other considerations at
stake ... In the first place, ... perhaps it is a sign of
"mental health value-stretch" that people who live in a
world where exploitation, overcrowding, poor public
sanitation, lack of stable employment, inadequate relief,
and commercialized vice are the rule take a pragmatic,
fatalistic, alienated, physically aggressive, impulsive,
"trouble-avoiding", distrustful, and despairing view of
life. A more goal-committed, rationalistic, involved, and
verbal approach might lead to higher rates of mental
breakdown than now occur ... if they were led to change their
patterns and aspirations and found that middle-class society
still had no place for them. 1

1 Catherine S. Chilman, Growing Up Poor (Washington, D. C.:
Welfa're Administration Division of Research, U.S. Department of
Health, Education, and Welfare, 1966), p. 25.

